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Section I: INTRODUCTION

A. The Need for the Study

Statement of Problem

The decade of the 1960's has been marked by tremendously
increased concern for the education of underdeveloped seg-
ments of the population of the U.S.A. The enthusiasm and
great expectations noted in many of the initial efforts.
at compensatory education are now balanced by impatience,
sobriety, and some degree of pessimism. The problem has not
subsided in response to a deciared intent to attack it. The
complexity of this problem became more clear when it became
evident that simple changes in ‘the quality of facilities,
increase in the personnel assigned and services provided
or modest shifts in curriculum emphases, did not effect
significant improvements in the quality of learning.s
Educators are just beginning to realize that they confront
tremendously complex problems when they seek to reverse the
negative impacts of educational deprivation, social insulation,
ethnic discrimination and economic deprivation. Increas-
ingly, it is sensed that the problem is not simply peda-
gogical but involves all aspects of community life. At the
same time that the breadth and complexity of the problem
becomes clearer,it is also becoming evident that concern
for this problem serves not only political and humanitarian
purposes. The application of pedagogical concern, competence
and skill to the improved education of the disadvantaged is
forcing educators to give more serious attention to some of
the basic problems of teaching and learning. Reduced to its
essence, the.crucial pedagogical problem involved is that
of understanding the mechanisms of learning facility and
learning dysfunction and applying this knowledge to the
optimum development of a heterogeneous population character-
ized by differential backgrounds, opportunities, and
patterns of intellectual and social function.

Research related to the education of the disadvantaged
has covered a wide variety of approaches and issues.
However, most of this work can be classified under two broad
categories: the first of these might be called the study
of population characteristics,and the second, the description
and evaluation of programs and practices. : '

In contrast to the varied, detailed, and sometimes
adegquately designed research into population characteristics
among disadvantaged groups, the examination of educational
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programs and practices for children of such populations has
+oo often been characterized by only superficial descriptions
and evaluation. One would expect that the substantial
raesearch focused on population characteristics would be
reflected in new treatments; however, there has been
relatively little effort at relating development and treat-
ment efforts to the population characteristics studied.
Rather, treatments have tended to emerge from the special
biases or dominant models in the field, with either the fact
of intervention or the magnitude of intervention receiving
more attention than the specific nature or quality of
intervention. This tendency may account for the fact that
much of the research referrable to treatment and programs 1is
.characterized by superficial description of program or
practice and general evaluation of impact.

It is possible to identify more than two hundred documents
which report program descriptions, program evaluations,
surveys of programs Or research studies related to compensatory
cducation. There are several hundred reports of educational
efforts sponsored under funds provided by Project Headstart
and Title I of the Elementary and Secondary Education Act
of 1965. In addition, the U. S. Office of Education has
completed extensive surveys of the programs funded under
Title I ESEA. In view of the amount and variety of these
research, evaluation and survey efforts,along with the rapid
development of this field and the critical need for guidance
of future efforts, systematic analyses and syntheses. of the
data from these various sources are very much needed. The
absence of such analyses and syntheses is the primary

justification for this study and constitutes the purpose to
which it is directed.

The main task of the study was that of carefully examining
the literature, mining it for new insights and consolidating
it in order to better direct educational policy as well as
further research in this field. A special emphasis was given
to the relationsnip between input variables and variables
defining the program impact on pupils (output variables)
and to identifying crucial variables and critical relation-
ships among variables. However, when the status of work in
this field is more closely examined, this emphasis, which
sounds feasible, appears not only close to impossible to
pursue, but, within the limits of what can be done with the
data that presently exist, the emphasis almost seenms. useless,
due to the inconclusive, uneven and contradictory hature -
of these data. Discrete relationships between vatiables
simply cannot be determined from the data available. Most
of the studies are not very good. Almost none have been
designed in a fashion which is adequatée to guide policy
decision making. There are problems in the design and conduct
of evaluation research and in the implementation <of.programs




which make synthesis and interpretation difficulet if not
impossible. These problems are not peculiar to compensatory
educatior but may come to be more fully appreciated out of
our efforts at evaluating compensatory education, and
particularly out of these efforts at utilizing information
from evaluation, research and survey data.

BE. Problems in the Conduct and Interpretation
of Compensatory Education Evaluation Research

1. Technical Problems of Research

The weaknesses in the application of evaluative research
to compensatory education partially stem from the complex
political and economic circumstances under which these
programs were initiated and developed. Programs from their
inception involved large expenditures, often guided by other
than purely experimental educational concerns. More than
$10 billion was invested in educating poor and minority-group
children, from the combined efforts of foundations and local
and federal governments. While the foundations pioneered
relatively large attacks on the problems of '‘educating the
disadvantaged, some of thes= efforts unfortunately seemed
" also to reflect a desire to establish organizational leader-

ship, a domain of action or a model program which could be
jdentified with the funding organization. The federal

programs that followed the earlier work of foundations were
subject to a different set of pressures, especially larger
political concerns. Federal programs were in part responses

to rising. demand for a social revolution for the improvement

of human rights and the increased development of underprivileged
populations. For a while, it seemed more important politically
to act and be identified with the effort to do something

than to act wisely. There was little time for planning,

with large sums of money being spent,and with political
objectives clearly the motive; "pork barrelling” and po-
litically sensitive distribution of money naturally developed.
In an effort at maintaining some semblance of responsible _
government, the executive branch began to press for evaluation
data to "prove" favored programs successful and to provide the
basis for reducing or eliminating unpopular activities. It

is interesting that the legislature was not initially greatly
concerned with evaluation. It was the executive branch that

needed to immediately validate the impact of its actions in
compensatory education. '

;n this context, it is easy to see that large expenditures
hastily appropriated to new programs, political pressures for
a change and a piece of the action, and the demand for
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immediate proof of impact have complicated the evaluation of.
the effectiveness of these programs which were implemented ard
evaluated under the pressures of political urgency to act.
Evans (Office of Education) and Schiller {(Cffice of Economic
Opportunity) discuss. the pressures they were under while
implementing and designing Head Start:

Unfortunately, the political process is not orderly,
scheduled, or rational. Crests of public and congres-
sional support for social action programs often swell
quickly and with little anticipation. Once legislation
is enacted, the pressures on administrators for swift
program implementation are intense. 1In these circum-
stances- -which are the rule rather than the exception--
pleas tha* the program should be implemented carefully,
along the iines of a true experiment with random assign-
ment of subjects so we can confidently evaluate the
program's effectiveness, are bound to be ignored.

Theresults of such conditions were program and research designs
based upon well intended but precipitious decisions. Often,
when evaluations after the fact were attempted, it was dis-
covered that the original design was less than adequate.

Quite apart from the probklems related to the conditions
under which programs were initiated are the problems of
evaluative~research~in—general:——Here~one=often—finds a low —--
level -of expertise and inadequately—developed methods. - The - -
best educational research scientists_often choose-to work - -
with basic problems in chiid development, learning, linguistics,
etc., rather than evaluative research. Evaluative and field
research have only recently gained in respect and demand among
educators and the public. Consequently, high demand has
been suddenly created in a field with insufficient expertise.
Although many good research scientists were drawn into
evaluation, they could not readily transfer their research
competéence to the new situation. Indeed, given their ex-
perience in controlled laboratory settings, the problems of
evaluative and field research may have been more difficult
for them than for some less experienced investigators.

In the conduct of evaluative research, one can distinguish
three approaches or three levels of concern. The first
attempts to discover whether or not a particular intervention
program is an effective treatment; that is, whether or not
developmental and learning processes are accelerated following
application of a particular teaching method, curriculum,
etc. This kind of evaluative research asks whether or not
the intervention works. The second level of concern is com-
parative:; one attempts to discover whether the intervention
in qguestion works better than other known methods. The third
level is explanatory; one tries to describe and explain the
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relationship between specific intervention methods, specific
characteristics of the recipients of treatment, and specific
associated changes in the behavior of the recipients. Most
evaluative research has been directed at answering the first
two questions. It is the third level question, however,

which is the most important. In answer to questions on this
leveil one is able tc establish a rational basis for action

and can begin to specify treatments in relation to known
characteristics of the children to be served. In answer to
third level questions the distinction between basic research
and evaluative research collapses. The questions posed demand
a quality of design which 1is appropriate to basic research
‘but which can also serve.the purposes of evaluation. . . Un- . _
fortunately, evaluative research of this quality has seldom
been applied to compensatory education.

In all of these approaches, technical, operational =
problems create further difficulties. The closer compensatory
education programs approach laboratory experimental conditions,
the better one can discover what, how and why certain
educational treatments alter educational underdevelorment.

Yet, numerous obstacles stand in the way of establishing the
necessary degree of precision and control in isolating-

variables and discovering the effectiveness of specific
treatments. -

One such_obstacledinvclved_difficulties“in_the utilization...

. of an adequate method for selecting subjects. *AsmCampbellwa___m"'w

and Erlebacher point out,_Fexperimental"Asubjects_are"often -
not selected on a random basis. While the "control” group is
selected to clnsely match the experimental group according
to various indices, the control group is too often different
from the experimental group in crucial aspects, although
perhaps to a small degree. Without random selection of )
<::> subjects, the results of a program may reflect differences -
"in the development of two populations which are unrelated to
c:ﬁ; the experimental treatment in question; in addition, matching-
procedures may produce regression artifacts. As for analysis
<::>  of covariance and partial correlation, such biases may occur
both where pretest scores are available and in after-the-fact
a1:> studies. Campbell and Erlebacher propose true experiments
' in which randomization of subjects will -avoid difficulties
<::> that previous quasi-experimental designs have encountered.
However ,parental objections, coupled with political pressures,
f;:} have made large-scale application of random assignment of
subjects impossible. Controlled comparative studies of this
:’cx sort are often resisted by communities who will not accept
arbitrary selection  of subjects for experimentation when
‘:L‘ everyone wants the benefit of special treatment.

Another difficulty in establishing comparable experimental
and contrcl groups can be attributed to the influence of what
has been called the radiation effect.  Even if the two groups
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are initially *"comparable," the effect of experimentation on
the experimental subjects is radiated onto their families,
siblings and eventually ontoc the control subjects if there is
any contact, direct or indirect, between these several groups.
Susan Grey (1966) reported the confounding impact of preschool
on the experimental children's families and even on other
members of the community in which they lived. Reporting on
the Early Training Project, Grey found that at the end of

each school vear the controls caught up to the gains made
during the summer by the experimental groups. However, another
control group in a town 60 miles away did not show such gains.
In addition, untreated younger brothers and sisters of

exper imental subjects were observed  to make unusual progress,
no doubt as a result of the influence of the program on

their parents or siblings (Kohlberg, 1966). Obviously,

control subjects should be selected in a manner such that they
can_.in no way be affected by the experimental treatment. :
However, this condition is increasingiy difficult to maintain
in large-scale field studies and demonstration projects. '

In addition, investigators have discovered other effects
that are associated with an intervention program, which again :
are not direct results of the treatment itself. —Rosenthal —~ = 7-
(1968) reported that a teacher's expectations can have an
important influence on the performance of students. Shephard
(1964 ) reported a similar experience in the early stages
of his work -in St.+ lLouis. -Where the-teacher's expectations - - - - -
of the-childismperformanee‘isLhighT-the.child_is.likely.to_-wwwﬁmuu
_show--better. achievement -than where expectations are- low. R
Despite several criticisms of Rosenthal's work and difficulties
in replicating his findings (see Fleming and Anttonen, 1971),
there continues the strongly held view that expectations
greatly influence performance. Consequently, in any com-
pensatory education program, the expectations of the subjects’
teachers may influence their subsequent performance. There
is greater familiarity with the Hawthorne effect, in which the
mere fact of eXperimentation or altered learning conditions
may cause a temporary change in performance, aunrelated to
' the specific intervention method applied. 'One can see that
variables other than those identified for study may affect
the results. 1In the evaluation of compensatory education,
such interferences. have not been identifled oxr controlled for;

hence, the real consequences of the various  treatments cannot
be determined from .these studies. : o -

There are still more problems referrable to evaluative
research design which confuse,-distort or limit the data as
well as subsequent findings. Most evaluations of compensatory
education studies tend to depend excessively on quantitative
measures and static variables to the neglect of the process
variables and the qualitative analysis of behavior, circumstances
and conditions. This dependence on quantitative measures of



status to the neglect of qualitative study of process not only
opens these works to questions related to the validity of

the measurement instrumenis, it also ignores the growing
appreciation of situational and transactional factors as
determinants of function. The programs under study include
and influence a wide variety of independent and dependent
variables existing in complex interactions which are insuf-
ficiently accounted for in the more narrowly designed studies
which have dominated the field so far.

This rather static approach to assessment has led to a
heavy tendency to view pupil characteristics which differ- ~~ =~ 7
from some presumed norm as negative, as-well as to consider---.
any correlation between these negative characteristics-and
learning dysfunction as support for a deficits theory of
intervention., In practice, this has meant that all 4dif-
ferences between_the target populations and the standard .. .. ... .
group are viewed as deficits to be overcome. rather than - . __ -~
characteristics to be utilized and developed. What are in-
vestigated are relationships between stereotypical and
fairly static input and output variables (usually isolated .
in pairs) with no attention given to what are known to be ...
complex dialectic relationships between patterns of dependent”
variables and patterns of independent variables, many of which
may be idiosyncratic to individuals and situations. These
inadequate attempts at the assessment and treatment of pupil
characteristics- are-often -accompanied-by -an—even—less adequate
appraisal of.program variables.- . Ia-practically--all -of-the- ———=——-
- so-called national-impact- studies; and-most of—the- efforts .- - -
.at evaluating specific programs, little or no attention is- =
given to the fact that intervention treatment is uneven
and control of the treatment almost nonexistent. When
national impact data are pooled we could easily have results
which show .no effect when the effect- of -specified programs -- - - - -
having positive impact is cancelled out by other programs
studied which have had no positive effect. Even more serlous‘
is our growing conviction that individual pupils respond )
differentially to treatments. When mean changes in status
are used as the indices to ocutcome, ‘again-we may have negative
responders cancelling positive responders to indicate no
effect when the treatment may be highly effective for .. : -
specific individuals--under specific- c:rcumstances.‘j"-“" T

- . e - - . - . . -

‘2. Problems -in- Program Implementatlon

Public schools as social institutions have never been
"required to assunme respornsibility for their failures. Only
recently have observers begun to view and describe objectively
some of the horrors that are perpetuated in the name of public
education. We are beginning to realize that we must come to
grips with the problem of the utterly stultifying atmosphere.,g
of many classrooms, with the way in which rote learnlng and ‘
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repetition discourage real learning, and with the fact that
discipline for discipline’'s sake serves the purpose of creating
artificial order, but at the same time produces dull automa-
tons instead of eager students, or turns the inmates of public
schools against education to their lifelong detriment.

Even where extraordinary programs of compensatory education
may have brought about some beneficial results, larger social
factors may negate these results in the long run. Outside
the classroom, disadvantaged children confront a society that
is hostile to their healthy development. Learning in
structured situations may be irrelevant in the_context of_
their life outside the school. There is some evidence to
suggest that ethnic, economic, or social integration does =~ T
have beneficial effects on children whoseé background results .~
in such schocl problems. Achievement levels have been shown
to rise azfter desegregation in many schools, although the
exact interplay of reactions leading té this result has not =~
been conclusively determined. For example, - improved.teacher - .
morale or other improved conditions brought about by the
process of desegregation may result in an overall increase
in the quality of education throughout the system. Other -~ ~ 7
evidence points to the conclusion that integration on -a-.-social -..
status group basis has beneficial effects for disadvantaged
children when the majority of their peers in the school are
from higher status groups. " Even these reéesults, however, are
Anor_sufficientlywconclusiygntQ“pIOYidewa“legiklméiﬁmba§;§“m_*vﬂAA
“for large scale generalizations. In addition, the problem
is further complicated by the new renaissance in cultural = —_
nationalism among ethnic minorities, a movement which affects -
any assumptions to be made about ethnic integration and T
education. In a society which has alternately pushed ethnic
separatiocn or ethnic amalgamation and which has never truly
accepted cultural and ethnic pluralism, blacks,. chicanos,
Puerto Ricans, and native Americans are insisting that the
traditional putlic school is-guilty not only of intellectual and
_social but. also. .of cultural genocide for their. children..

There are class and caste conflicts to which insufficient
attention_has .been given in theAorganizationmandwdeliverymgf;MA_
educational services. If cultural and ethnic identification
are important components of the learning experience, to ignore
Or“demean_them_is,poox'edugatigg;fatﬂbéSt.lﬁAnd;eVQﬁgiimﬁheéég‘
factors are sufficiently taken into account in the school,

we are far from having any guarantees. that the society will
honor such values outside the classroom. .In short, it is,

~not at all clear that intensive, short=term. in-school treatment
can counter the negative, external forces working upon
disadvantaged populations.- - : . R S

s e, By

The schools face a difficult challenge if they are to.
makg learning an exciting and stimulating experiencs for all
their students;and.to”make what they have to offer relevant



- face the task, ;1n_some of -their work 1n 1nd1v1dually pre-

and effective for students from all - cultural and social back-
grounds. However, even meeting these criteria will not be
enough. Educators still face the problem of achieving a
match between the developmental patterns, the learning styles,
and the temperamental traits of individual learners and the
efucational experiences to which they are exposed A great
deal of attention has been 'given to differences in level of
intellectual function. This concern is reflected in the

heavy emphasis on intelligence testing and the placement, even

mt.racking,” of pupils based on these tests. This tradition

has emphasized quantitative measurement, description -and— -

prescription. These latter processes’ are clearly essential to
the effective.teaching of children who -come.-to the schools

_ with characteristics different from those.of -their teachers, s
-as’ well as unlike those of the c¢hildrén to whom most teachers"
are accustomed. Research data indicate wide variations in
_patterns _of intellectual and social function .across and>w1thln

sub-populatlonsiu_Ihesenvarlatlons_1n function within
privileged groups may be less important because of a varlety
of environmental factors which- support-adequate—deveiopment

and learning. Among disadvantaged populations where. tradl-,w_r.“_

tional forms of environmental support may be absent, attention

to differential Ié&arning patterns may be .crucial- to adequate -

development and learning. Among disadvantaged populations
where traditional forms of environmental .support- may--be - -
absent, attention to differential learning patterns may be
cruc1al to-adequate development. Understanding the role of

one. set_of behaviors as facilitators of more- -comprehensive -
_.behaviors-is -at - the heart of differential. analysis of learner. -
" characteristics. and differential. design of learning experiences.-

Schooling for™ disadvantaged children--indeed, for all chlldren

"in our schools--comes nowhere near meetlng these implied

criteria. “Assessment technology has not. seril1ously engaged

the. problem. - - Curriculum specialists are just beginning to cee=

scrlbed learnlng.

= o— - — - = T em e e e s .. . - .

The problems of social disadvantage;in the society at

large, and -the failure of the schools to mold their practices =~

to cultural differences and individual learning styles, are
not the only. obstacles to successful compensatory: educatlon.
Social disadvantagement gives rise to a variety of harmful
health and nutritional problems. which militate against healthy
development and adequate utilization of educational opportun-
ities. It is becoming increasingly recognlzed that low

-income results in poor health care and’ frequent malnutrltfon'

these disadvantages are related to high risks for the
pregnant mother and fetus, and for the child after birth,

in terms of mortality or maldevelopment. Pcor health
condltlons may result in either a direct impairment of the
nervous system or an indirect interference with the learning
process as in low energy level or high level of distracti-

[Kc
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bility. Such health-related conditions probably have a
crucial effect on school and general social adjustment. It
has now been shown that impaired health or organic dysfunction
can influence school attendance, learning efficiency, :
developmental rate as well as personality development.
Clearly, adequacy of health status and adequacy of health care
in our society are influenced by adequacy of income, leading
to the obvious conclusion that poverty results in a number of
conditions directly referrable to school success and to
development in general.

It is clear that there are many ‘problems  to be Zfaced in T
... ..designing compensatory education. programs. . Such programs-in.
the past have_ frequently been characterized by .several lines
of attack: intensive, structured programs in reading and
_ _mathematics; parent and community involvement:; improvement of -
_ self-concept, motivation, and interest; and mxtra-curricular . ...
---- _ -enrichment. . In-most cases; the effectiveness of the programs .
' seems to depend upon careful planning, clear objectives, and
intensity of treatment, attention to -individual- needs, -home- ----
L _“based_support_fgn_schoolebasedmlearning,agtivitieswamd?thewf.
__ presence of personnel committed to the pedagogical procedures ...
)  prescribed. “These characteristics seém. to be more importanti . .
than the specific curriculum strategy used. Where such -
factors are not evident, the results are often.mixed or poor.

3. _ Problems Related to.the.Dialectical-Relationship Between-——--
: Personnel, Program- and Situational--Characteristics SR

‘Most evaluation efforts in this field have taken one or

two input variables and loocked at them in relationship to one
output variable. Although this procedure has a respected. . - -
history in research methodology, -in the sphere-of compensatory -~
education the failure oﬁ'the_p;Oggdure"to'takg_into;acpgunt_J__
“a number of inputs--related to pupils and staff, program

"content, community, etc.--and the dialectical relationships
between them render it an inappropriate procedure. -“Evalu-

ation research which is sensitive to polynomic variable -
complexes is essential. None of the available studies meet. .
this standard, and it is a demanding and difficult standard.
Strategies for dealing with multiple-input variable complexes
_are suggested by methodology from the field of -anthropology-

but strategies for similarly dealing with multiple-output
variable complexes have not yet been established. It may

be that the mechanisms of educational and social development
are so idiosyncratic to individuals and so specific to cir-
cunstances that all effort at evaluating them must be based

on assessment of specific individuals and their situations with
conclusions for groups of individuals resting on the post-hoc
‘grouping of findings rather than on the ad hoc grouping of
populations, programs and data. - : , :

12
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C. Procedures Utilized in this Study

The study which herein is reported is primarily an exercise
in bibliographic research. No original data have been col-
lected. The data of the study are those contained in evalu-
ation and research documents produced over the past five to
ten years with special attention given to the 196% Elementary

School Survey. The study consisted of three components which
are outlined belowe.

1. TIdentification and-review-of-(a) extant evaluation and - - -—
. research studies.pertaining to compensatory education;
(b) 1969 Elementary School Survey
This component was undertaken with several purposes in.._. ... ...
mind. It was primarily organizational in nature and .
served as-a foundation for the-analysis and synthesis .- . -
which followed. The tasks included in +this component -are:-

a. ﬁévé}épﬁ;ntrb, aiéaﬁﬁrehéhsiﬁé_éﬁiaggfed pibliographyr‘
(Section IV of this report) )

b. Identifi¢ation of dependent and independent variables
(enumerated in the comprehensive matrix included in
Section II)

. e. GClassification of studies by population units studied, . ...
... .. control over program provided, type .of intervention, .. .. . .
_ type of measurement instruments, and quality of T
.-~ .presearch design. These and other attempts-at clas- -

: sification proved relatively useless except for -
category of intervention (see Section I1I, C) and _
_quality of research design. (see Section IIX, Ade... .. . ...

d. 'Sﬁmﬁéryiof-maﬁor-sfﬁéﬁés_bﬁﬁééfééoiy.of:iﬁtéfﬁentioﬁ  o

. to -refleet the findings- of each study and the overall - . -

status of work in each category: (see Section I, C).

e.v Idenﬁification ahd"subéﬁéhiiﬁé“summary of eiéﬁ§iéff?.--“'~'
~ studies chosen for the high quality of research design

_and. contribution to the field (sée"Sédtidn.III;fA);;
. 2. Identification of critical relationships. among variables .. .- .

This compenent focused on exploring and- evaluating re-—
lationships existing among the variables included-in- the
Office of Education Survey and the independent study data.
Identification of such relationships reflects consider-
ation of the major evaluation.domainS'whichfare'encompassed
by the survey information as well as the most powerful
instructional and program coumponents which have been
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identified by independent researchers and practitioners.
in this field. These relationships are graphically
presented in the comprehensive matrix included in
Section II, B. The followling areas of interest reflect
the emphasis that gave direction to this analysis.

Qe

£,

-{nteractions.are related to pupil behavior (interest. ' o
'“attitudes;“academicwaccomplishmenty~absenteeismq and-—  weT

. cities, and (2)-large cities; and (a)..senior high ...

To what extent the level of participation (hours per
year) snd the type of reading program participated in

S s associated with cognitive change, especially for -
(1) urban pupils who are educationally disadvantaged

and (2) pupils who are educationally disadvantaged who
live in rural areas and small townss -~ - -7 T T

" mo what extent level of participation (nours per year)

in ancillary programs is associated with non-cognitive
change,-both social snd personals-for.(l) urban.pupilsSi—.s-—:
who are educationally and/or socially disadvantaged, .. __._. . _.
~and  {2)-pupils who are educationally-and/or- socially - wew
disadvantaged“whO'live'in*ruralwareas”or“smallatowns;“M"-»w~-

What combinations of ancillary services and academic
programs yield the greatest. cognitive and non-=cognitive
changes in (1) urban pupils who are educationally and -
socially disadvantaged and (2) pupils living in rural
areas and small cities who are educationally and
socially disadvantaged.

r_Tohwhatﬁextenn_taacher-charag§éniSﬁiéﬁ;ﬁéﬁbgzienée;p,Q,._;-;;

tnainingﬁ_attitnde,winteresxs)Aand”teacher—pupilr

*inﬁéfeSﬁ’in'scﬁebl}mespeéidllyffor:ffedudaticnallyf‘ff”'“=“ T
disadvantaged pupils in (1) rural areas and small- -

schools, (9-12), (b) junior high schools (7-9),
(c) gﬁade«school-él—Gg. TSI L

e flm P LA DTSR PSS SEIEERE SEEE ) C e e e e P —— R

To what extent approaches to -.classroom management have. ..
been -utilized including the - types of pupil responses

"requjrgdibyﬁteachers,fthEﬁstrunture'ofmciassroom-'"'“

assignments and activitiés, and general teaching .
.methodology- related to pupil_behavidr_and.attitude. R
including classroom attitude, pupil atsenteeism,._

~pupil-interest, pupil--achievement, and pupil personal. . . -

and social changes.

Whac levels of concentratiqns~of~services,andvtypes;of»
services (ancillary and academic) are needed for

significant affective and cognitive gains of pupils in
elementary ‘and secondary schools: o '

(1)with high percentage of poor students

14



Integrative Summary

- Phe third project -component attempts

- -13-

(2% with high percentage of black students

(3) with high percentage of educationally disadvantaged
students

Elements included:

'glg instructional programs (type, intensity, duration)
2) non-instructional programs (social, psychological,
counseling services) ' ' : T
(3) out-of-school programs (work schedules, recreation,

-—student<planned classes) — T = B o
(4) selection of pupils for participation in special
services

g. What variables not regularly considered in studies of _
compensatory education can-beé-influential- in deter-— "—"—"—
mining-the -success—of--compensatory-education programs? - =
Such components include:

(1) pupil participation in instructional planning -~ - -

. (2)-community -participation-in instructional-planning - - .-
3) non-certified. instructional personnel in classrooms-. .. ..
(4) diversification of program offerings for disad- -

- vantaged pupils - oo L s e
(5) use of ncn-classroom-facilities and other resources

+to synthesize the . T -

analysis-of the-research and-evaluation datay-and report.- -

on the. cuFfrent statis of fthe field of compensatory. . = LT

that have been made among the range of variables identified,

‘education (see Section II, A). From the comparisons

- an--attempt -is made to formulate-specific-recommendations

with respect to research and evaluation efforts, including
(a) identification of evaluation procedures in independent

" projects which must be c¢onsidered in the design of’

‘more-effective comparison -of data -obtained from Survey :

compensatory education survey evaluation methodology, o
and” (b) the development of variables, descriptors and -~ '~
program.component categories which can be utilized for. a.

and independent sources. ' -

15
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D. Outline of the Report

Section I: Introduction
A. The Need for the Study

B. Problems in the Conduct and Interpretation of
Compensatory Education.Evaluation Research

C. Procedures Utlllzed in thls Study :

D. Outllne of the Report

Section IT: - Status of. ComoensatorY.Educatlon andﬂmltls_““ st

o 7 Programs . .o e e T
'A. _Major*Fihdings and Conclusions e e e
B. 'Gfaphic erfesehtation'of ﬁiﬁéiﬁgs ‘ —ﬁ e
C. ~Sumtidty of’Méaor “Studies By Categdry SIS TN ST AR S

1. Development of Speclflc Academic Skills
Developmental Facilitation in Early Childhood

3. Guiding and Utilizing the Affective Development
of Children .

'::_wss::;th;_InXQIVLng Parents . and,rhe Communlty_lnwthe_Leaxnlng R
5; gﬁ:ﬁ;iig Staff Behavior Dhrough Training - - T
6. Chanulng Schools and - SchooL~Systems-w-{_f" Af"fff"f’
‘Seotion TIT: Implicabions £or Evalustion Research - ':i:.i )
Al Exemplary Studies :of -Compensatoxry Eéucac:e;a s —.‘ R
. B.. Surveyﬂand -Other Natlonal Assessment Strategles }-:g‘f}«v-~

C.s ‘Lvaluatlon Research:_, Purpose,oDes;gn, Interpretatlon+
 Poliey T -
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Section II: STATUS OF COMPENSATORY EDUCATION ARD
TITLE I PROGRAMS

A.  Major Findings and Conclusions

The review and analysis of the data from the 1968-69 Survey and some 200
evaluation and research reports concerned with Title I ESEA projects and
a wide variety of compensatory education efforts has emabled us to pose
several questions the answers to which speak to the Status of Compensatory
Education in the U.S.A. in 1970. 1t is possible to indicate:

1. W¥Who was reached by these progresms;

2. What programs and practices were employed;

3. What has been the impact of these programs and
practices on the children served; and

&. What combinations of input and outcome variables
show promise of improving development in populations
of disadvantaged school children.

1. Who Was Reached by These Programs?

During the school year 1969 and 1970 approximately 5.4 million public school
pupils were assisted by ESEA Title I. Approximately 3.7 million pupils in &
national sample were identified by their teachers as educationally disadwvantaged.
Of these, approximately 40% or 1.5 million were provided special assistance
under the ESEA Title I program, which provides approximately eighty percent of

_ the federal funds for education of disadvantaged pupils. However, the other

sixty percent or approximately 2.2 million pupils who were identified by their
teachers as educationally disadvantaged did not receive extra assistance through
Title I. Of all the pupils assisted by ESEA Title I, approximately 277 of them

were educationally disadvantaged, leading ome group of investigators to conclude

that substeatial amounts of ESEA Title I funds are dispersed on other than

In zddition, the survey data reveal that those children attending school in

districts where regular school expenditures were low continued, despite Title I '

‘#unds, to have proportionately less spent for their education than childrem in

more fortunate districts. This phenomenon is due both to the Title I allocation
formula, which is partially based on the lsvel of regular schocl expenditure
from state and local funds, and to the tendency of low expenditure districts

to disperze their Title I funds or services among a larger proportion of their
pupils tham do more wealthy districts. . o S

The pupfls served by ESEA Title I in grades 2, 4, and 6 in 1969 and 1970 were
ethnically distributed as follows: _ - ' _

I
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- Black 33.0%
Spanish surnamed 8.8%
Iudian .8%
Oriental 2%
Other 55.1%
Non response . 2.2%
Total 100.0%

The pupils served by ESEA Title I in grades 2, &, and 6 in school year 1968-69*
were geographically distributed as follows: .
RUral ATea8..ccccccceccccocsscocscccscccossss3loIn
SUDUTDS. . coccceccoccecsscscesssscsscscccsscseeB8s3%
Small city (Under 40,000)....000000000000000s29.3%
Middle Size City (40,000 - 500,000)....0.....14.5% o
Large City (500,000 and over),...............10.6% '
$ _ Total ) 100.0%
Moving from the survey data to other reports, it is difficult to be more
specific or encouraging with respect to who was served. At the height
of activity in Headstart, approximately 500,000 children were served in
any one vear. Of this number, about 150,300 were from non-disadvantaged
(1.e. above the poverty level) families. Estimates indicate that in most
communities the most severely depressed families were not consistently
reached. Im the several smaller population studies reviewed, it is ofter
possible to identify ethnic background. and investigator's estimate or
determinatfon that a low income group has been served but these data are
not heipful in estimating the number of children served.

2, What Programs and Practices were Employed?

Infant Studies

CGrowing out of the assumptions that poor children tend to suffer deprivations

early in life which are related to their subsequent depressed level of

academic funrctioning, as well as from the research evidence which suggest

that during the first three years of life the intellectual development of

the child is most mzlleable, several programs designed to influence develop-

went in infancy have been developed. All of these programs. seem to have

resulted in some acceleration of dévelopment or at least the acquisition of
 additional behaviors. The maintenance of this acceleration and the con-

tribution of the additional behaviors to subsequent development has not

yet been esatablished. | ' _— ’

%* This is the latest national dats on seographic distiibutiou that is
available., ‘ o ‘

Q
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Interveations during infancy have included a variety of speciiic strategies.

They generally enphasize, however, the following cchtivities:

1. Perceptual stimulation and training vanging from enrichrmont

' of the crib envirenment and the engagement ¢f the inf:nt with
objects in that environment to systematic training in percep-
tual discrimination and acumen.

2. TLanguage and concept development and enrichment including
verbal bombardment, labeling, playing games, reading to child,

o
(=
e

&

showing pictures, object permancnce, conservation, and experien-

tial enrichmert with repetitious designations.
3. Social-emotional stimulation and support including adult to
.. .. __child attention, loving care, cuddling, bedy play, emotional
warmth, develcping trust, person-self identification and .
stable but varied routines.
4. Parental support for the infant's development through parent-
- _.  training in relation to the above.as well as through.direct _
- -gssistamcs to parents in improving their life conditions.._ -.

Preschool

Combining the long tradition of concern in the nursery school movement

for socialization of the young child, the concern in day care for health

~_ apd custodial protection, and the emerging concern with stimulation of
cegnitive development inm the early years, the current preschool program
" has emerged as a muliifaceted offering. Nonetheless, most of these

. .-..programs for poor children have tended to emphasize cognitive development.

 The most.extensive single effort has been that of Headstart, .but many
_ school districts have. utilized Title 1 money to sponsor.preschool pro-
. __grams. In general, the initial impact of these programs on children has
been positive with gains rathevr consistently noted  immediately following
exposure to the experience but with wide variation in measures of
effectiveness as the time between treatment and follow up measurement
.. is extended.. Few.studies show achievement.differences .between experi-
~ mental and control groups one 9% two years following intervention.
" As is indicated in chapters T znd IV of this report, there are problems

“and- factors other than effe-tiveness of program which may -contribute -

to the essentially negative findings in long term follow up of pre-
school interventions. Programs extant tend to include wvarious com-
binations of the following elements: ' ' ‘

1. Enhancement of skill in symbolic representation and concept
formation, with sPecific,emphasesvranging,fromhlangUage en-
richment, -language bombardment- and-labeling, to the use of
language to ask and answer questions, contemplate past and
future,- to observe and .discuss cause and effect relationships
all designed to encourage ab®:iract thought ac oppcsed to
mechanical 1anguagevutilization;‘aléo utilized are listening
centers, a variety of reading readiness materials, repeated
exposurc to elaborative rather rhan-restrictive language

NI §

- structure and language games such as lotto.
< : ‘ ‘ . '

Aruitoxt provided by Eic:
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2. Mastery of pre-acadcaic

and intellective tools witch, special
emphasis given to languag
1
o

o and arithmetic. 1n thasc programs,
skills mastery is encouraged through small group instruction ’

in which group chanting responsecs, jadividual and group repe-
tition of words, sentences and numbers andg%ﬁé’ﬁéavy use of
positive and negative sanctions ara used.~ Alse included here

are strategies emphasiziag perceptual sl gorsory diccriminaciony
devclopmant of asttenticuzl centrol aad encoursponend of task

Y "o

involvement.
3. Learning to learn or enhancing the ability to approach and S
' solve problems. This strategy uses games and planned
sequences of gamelike activities which range from motor manipu-
lation through perceptual imagexry to symbolic experience and’
their verbalization. The -design of the program has been .
greatly influenced by Piagectian concepts.
4, Ephancement of self concept and confidence as an inquirer.
Programs using these strategies give emphasis to individual ...
attention, verbal reenforcement,.high-personaluregard, 1: S
. ... periences -and materials focussed on personal and ethnic ... oo v
identity, trips, music and science experiences designed to
stimulate curiosity and inquiry behavior, and high frequency
of success experiences .
5. FParent involvement and parent development. Practically all
programs include some element of parent involvement -either
.~ directly-in- the school experience ox in active support-of .. o
school learning in the home experience. Activities include
parent meetings, parent volunteers or pad workers in the "~ =
classroom, Homé visits, development of materials and sequences " " 7 T
~ - -for parent use: "~ In addition to these activities designed £0— — - —mvm
=~ . involwve the parent in the education of the child a wide variety -
- .o -of activities have been utilized in parent development, including
“social casework, vocational guidance, job placement,, community” 77777
__ - organization, family assistance and health services all designed -
to strengthen the parent in the discharge of parental respon-
sibilities. : L . R

“Media and Technology ’

Television aﬁd'COmputer“éssisted‘instructioh'are the "two~innovations -~ -~ -
concerning which there are data available concerning impact on pupil- e oo
‘achievement and development. ‘Although there have long been radio,

newspaper and.magazine efforts at education of ydung children, it |

was not until the Seseme Street TV series that a systematic -effort- -

was made at the evaluation of educational impact. Althcugh the series o :
was primarily directed at disadvantaged children, the data indicate -~ -~ oo
that it was more effective in reaching somewhat more privileged :
children. 1In all children reached, however, the show was effective

in getting across the krowledges and skills.which were its purpose to -
teach. 1In addition, the greater the frequéncy of exposure, the greatet” " T
was cc¢ .:ept and skill mastery. = ) C ’ S

0f = variety pf:programs‘of computer assisted imstruction, most are

Aruitoxt provided by Eic: . )
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still in development stages. Onc set of programs in use is the Respons
sive Environment, colloquially known as the talking typewriter. With
this device the pupil can initiate the prezcntation of a chavacior OF
symbol complex which is simultancously presented visually and auditorily
or in either modality. The machine is designed to enable the learner
with no knowledge of a .particular language to learn both the spoken

and written form of that language. Results in the use of this procedure
are mixed. In genceral these results have been pesitive, however,

speed of learning, recading and writing seem positively correlated with
the maturity of the child's speaking-listening.abilities. The pro-
cedure does not secem to hold great promise for disadvantaged children
since children who begin with high scores and good standard speech do
better than those who enter with lower scores and skills. It does
" appear, however, that the structured prograumcd'approach'inciuding“' T
frequent and immediate feedback, combined with a 1:1 tutorial rzlation=~
ship, individual pacing and somewhat individualized programming seem tO
have some success. '

2
T

Reading

A variety of programs have been developed with the principal focus on
reading skills. 2ost common are those programs which promote an inten-
-sification or additional~amount.ofrreading-instructiou,rgenerally by e
the use of specialists and special centers. Such efforts have resulted
"in varying degrees of success 25 measured by reading achievement scores.™
The range of techniques and materials js inclusive of strategies extant
in thiy field. <he more traditional and some new materials have been
combined with cultural enrichment, peer tutoring, home instruction,
“Computer assisted instriction, programmed learning and self concept "énhance-
‘ment procedures.--The tightly structured programmed approach mentioned -in.--- -
the, above paragraph has proven successful primarily in the area of - - - -
reading. Programs oriented -toward the affective development of the child

as well as to his reading progress also appear to have positive outcomes.

Language and Communication

Although language development and communication are genefgily'viewed as
one component of a breoader reading skills program, a few efforts have
focused on this component ~ Increased adult-child ratios in the class-
' room have been an essential aspect of such programs, enabling the child
to receive more individual instruction and practice in speech -and
writing activities. -Audiovisual materials and/or speech therapists are = = 7
utilized in such programs. -Few appropriate asseéssment instruments are
"~ available in this fres. As a result, although gains have been ‘indicated
"' by secondary school youth on language tests and by younger childfen on
verbal intelligence tests, further definitive statements regarding resulis
in this area cannot be made at preseat. S, ) :



A 7 Provided by ERic

27 -

Mathematics

Like lanzuage/communication, programs desling with mathematics skill

- develepment usually contain other components, the reading-and-math com-
bination becing the most frequent. These efforts gencrally consist of
increased time given to math instruction, often in small groups or in-
dividuglly, with no adaptations made in the approach to the subject
matter. Moderate gains in math achievement have resulted from such
programs. Those few programs which have experimented with innovative
techniques such as gaming, discovery, and computer-assisted instruction
appear to have resulted in larger gaiuns in math achievement. There is
some cvidence which indicates that the greater student involvement
necessary for the success of such-programs has been an essential input
with manifestations in other outcome'areas, affective as well as cognitive.

Affective Development

Although no compensatory aducation progrsms beyond the preschool.level. . .o oo ... -
are exclusively concerned with guiding/the affective develcpment . 6f dis- o mm
advantaged ~youth, .almost all of them recognize:-the relationship between ‘

a student's motivation, attitudes, self concept or aspirations and his
intellectual performance, and at least make a token gesture at offering - --
affective suppert for his learning. Research oa the learning pattern of .. .
the disadvantaged child indicates that in classrooms which systematically . .
offer small reenforcement, he can gain the positive self concept and

sense of personal control over his environment which appear. to. be crucial. ..
factors in his ability to achieve. Some researchers have maintained

that the primary benefit of compensatory education would seem to be the
intervention in the affective domain and-that some of the success we -

-. . attribute -to various.curricular and” instructional strategies in .producing . -
-intellectual and academic-gains for the-child-really are a-result of. . - - -= -
increased motivation or the acquisition of a realistic self.concept. - --

The primary agent for bringing about positive aflective change in the
child seems to be clearly the teacher. Although there is some disagree-.
ment about the possibility cof -manipulating teachers' expectations of a
child's performance, there seems to be little dispute about the im-

. portance of teachers' opinions and behaviors in creating a supportive
classroom atmosphere for the child. ~ It has also been found that these
behaviors can be experimentally manipulated to produce desired behaviors

from the child. A child's relationship with his peers, particularly in
‘tutoring programs, can affect his academic performance. There is also
evidence that the use of programmed materials with built-in rewards in
a planned educatienal environment can result in greater motivatricn to-
learn and thus greater achievement gains. -

Of all the interventions in the educationAl 1iives of the disadvantaged
child, placement in a desegregated school has-caused the greatest social
and personal change. inority group students tend to have more realistic

3
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_pensatory education have attempted. to include this as_a significant aspect.
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aspirations about their abilities and futures and make concrete decisions.
More able .students become more driven but at the same time more confident.
Desegregation tends to challenge the stability of the self-concept of
minority group students and has likely stimulated the movement toward )
multi-ethnic curriculum which has the promise of reenforcing the student's
identity in an interracial classroom. - :

Parental/Community Involvement

Despite research indicating the positive effect which parental  involvement . -. -
in the school has on the child's development, very few programs in com-

of the program, and only one of the reports studied discussed a program

which attempted to institute genuine community control. Several pre-"

school and elementary'school'programSThave,attemptedAto educate parents " T 7
and involve them in support of learning as well as involving them in the

- -school. While~ there ate éxamples to-show that parent educatioi ¢an” lead =~ "

to positive‘behaviOral‘adaptatiOns, there is—a ‘dearth of evaluatiom data™™ PRDEIE
in this area, either ‘test results or descriptive . data.” One exceptionis=i™ o
the evaluation of an Indian Community School indicating that while the

school has become more closely linked to the community,  community adminis-

- trative participation has:-been token: = :The -1limited -information—available=—="==7"
_on a_communityscontrolled-school.-is of-a-cautiously positive natures———— -~ ~—n-s

Staff Training . - _' JR—— - PN S e to- \.._,A;._. R

'“Aé was pointéd'out in‘tﬁé discuésioﬁ og aﬁﬁgé;ijé!ﬂeig}géﬁeéﬁ;:tgabhgp____

attitudes and behavior are erucial in improving the education of dis-
-advarntaged- chiltdren.— Despt te genéralagreement ~on “thig matter, efforts T
in"the'area.are;nat'éxteﬁsiﬁé.Jlsummériiﬁsfitﬁfés,JinESérviééitrainihg-and;4*¥
teaCher‘tr&iniﬂg—?f°grﬂms”haYezﬁﬁii*?ﬁdfﬁ?ﬂ“ﬁb?fﬁof”tEChﬁiH“€§5WhTChT?”*‘::f‘f_”
attempt to improve teaching methods and, increasingly, to change. the

.fﬁpsYchoébcial:behaviBrfbf_teécﬁens-,ASnbstéﬁtive;evaluativeﬂdatandn.such.~. 

Q
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3. What has -been the Tmpact of these Programs and Practices on the
Children Served?: :

From the data of the 1968-69 survey, it is possible to make some general.
estimates.

1. Participants in the compensatory programs continued to show
declines in average yearly achievement in comparison to non-
participants who-included-disadvantagedvand—non-disadvantaged -
pupils. This of course makes the comparison inappropriate - N
for most purposes. It is not possible from these da.ta to

-~mvdeterminewwhether-participantsHin:compensatorympregramshshowedﬂ..h“,n
a reduced decline in average yearly achievement. .

2. The data suggest that pupils in the lowest achievement levels
have shown some slight benefit- associated with participation in- -

. compensatory education programs. It is not clear, however, . -
whether this represents a regression toward the mean or is

. reflective.of.-their response to improvedichditionsmdfhschqdliﬁg;i_“
-‘_aS"repdrted*by“Coleman;w4Tnﬂhiswrépert;m”Equality_ofeEducationalm".w
Opportunity'", Coleman concluded that disadvantaged children
are more significantly influenced by quality of schooling than
afe“mﬁfé'priViIege&”ehirdféﬁfﬂﬁinfbﬁfﬁ“fnéféncés‘thé*achiEVément#**w
‘patterfi§ ‘are probably -associatedwith regressioneffectsy """~

quality of schooling and actual room for growth in achievement

in relation to the ceilings imposed by the learning exnerience.

3. Teacher estimates of academic achievement for participants show.

significantly greater results than do test.results. . They. also .

. ... found desirable social _growth more often in participants than .

e oot s e L g

L in non-participants. _These survey findings are consistent with _
- other studies which in”génerél'§h6ﬁ‘téaéhér‘3“subjecthe*ju&ge? T
"méﬁfs"féfimﬁfbﬁéﬁéhffmbféffiﬁbfaﬁIéffﬁéﬁ1bﬁjébfivé:£é§fﬁiﬁh T T
~also show positive estimates. of change in the affective domain.

 As has been_indicated, the evaluation, research and_ survey data referrable .
. . . to compensatory education and Title.I ESEA do_not lend themselves to.easy.
- - - -fdentifiecation- of spécific input’ variables whose relations™ to.specificr = 7
~output variabLeSycanﬂbe-determined;f»RatherAwhatwwe-have:are,complexeSLnf*nfu
of treatment variables which inveStigators_haye.studied,in_relatipn_to I
aspectsnoﬁdpupilrresponse.which=may.be“called;théfdependentmwariabLES&mdv_";
However, if a variety of patterns of reading instruction, fairly loosely -.
) _described in ;hg,}itgrature,’can be called input variables (we prefer o
o to Call'thesélvﬁfiéﬁlélﬁompléiéé)'iEmism§QSSib1efto_fepgrtfﬁhaffbbméfpﬁf'
. these variables complexes are rather consistently associated with gains
- in_achievement.atulevelsvw&ich“aré,StatistiCally-signifipant.ﬁlThe '
Hartford Intensive -Reading Instructional Teams; the Milwaukee.Elementary
:AReading;Genters;:ﬁhe#MiLwaquggTokénARegnﬁgrgQmenemProgram;~the“Detroit
s Communieation.Skills~Center»Praject;-andﬂthe-IndianapoLiS~Programmed
Tutorial Reading Project are- examples -of such-cases. -Other examples
include what may be described as intensive efforts at instruction- in-
volving systematic and repeated exposure to structured learning
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- which depend heavily on-dindividualized instructinn, independent_ learnlggx_ﬁf

. ——to-—dis cuss'entlmal 1nterventron—strategleSN"infone of the few serious™
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experiences, usually over a period of 2% to 8 months. In general it

seems clear that the tightly structured programmed approach including
frequent and immediate feedback to the pupil, combined with- a tutorial
relationship, individual pacing and somewhat individualized programming . -—-

are positively associated with accelerated pupil achievement.

In contrast to these intensive and highly structured programs are several
which are more global, less intensive and appear to give greater atten-

tion to the social and affective conditions of learning even while they
concentrate. on specific. skills.--.The -Malabar-Reading-Program; --the—-Finltey——— -
School Program and the More Effective Schools Program are examples. The
evaluation results in these cases are._less .definitive. but.are.pos1tive*__ﬂv,.q
Achievement levels of pupils exposed to these programs for one year or

more reflect gains most of which are statistically ‘significant with .
respect to._academic achievement. patterns....Available-data- ‘do- not- permlt—_mﬂ-m
_firm conclusions with respect to. affective. development.although"galnS~—n~*——ﬂ—
in ‘the social-emotional area are strongly asserted. These programs :

the development :of positive.self image -and .active.parent support for ...~ i
1earn1ng are generally assoc1ated w1th galns in pupil achievement.

There - are.several preschool-programs which ‘show-positive resultsy ~AL=""""""""
- though - thewlarge;seakenwnattonal~1mpact*studres—are'han”to“1nterpret, E
it is possible to discern clear trends  -in these data when the smaller,

more carefully ¢ontrolled studies are reviewed.” These ‘studies indicate’

that a wide variety of preschool practices gre associated with_immediate. -
_to _long term gains in the developmental patterns of. chlldrend4erved+__,__; .

Since a11 of these studles have given more attention to pretest. and posts ..

‘test scoéres than to analys1s “of” ‘program_ characteristlcs,'lt is difficult .

e e————

e

~-attempts -at comparative study of treatments, ‘Weikart eoncluded chat i 7T TR
-"The choice of-a curriculum- -framework is only of minor: importance-as-—=T .2~ .-
-long as one is selected. ... Either the mechanical- application of a -~~~ -
_ speciflc currlculum or the busy concern-with-administrative procedure. - - -

that ‘any program entails will doom a. _project to_ ‘failure....The.process . ...

" _of creating.and the creative-application-of a curriculum, mot -the pars- —=:="

- refleet the special characteristics’ andmneeds of thé individual tearner,_wf:

ticular curriculum selected or developed, is what is .essential .to. . = . -
success'. The evidence from several studies seems to support con- ' e

’ clus1ons that- the crucial elements in effectlyg programs. are_ (l). the. . . ..

e e e L W D +

“human involvement of concerned staff (2)-learning experiences- that

(3) inteéraction of more. experlenced persons “(adults) with less ex-

. perienced (children) on an individual or small group basis, (4) t1me for

';teacherS‘to reflect on and plan for the individual pupils for whom ,w'”;_,t-

'_they are responsible, (5) a systematlc ‘approach to the provision: of_,_,‘_;,“t
directed 1earn1ng and (6) sugport in- the home for the school based.:learn-. -

ing experiences. of children. ... . ... . .- = ,,”anlv,,fuiwr_uw;wﬁ.,u_w_,q_,ﬁ.Qa

| Although it seems clear that systematlc programs“of educatlon dlrected
_‘at the development of specific or general.skills -can be highly effective;
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it is not clear that the crucial elemonts are order, systcm, and indi-
vidual attention. It is consistently alleged by some that the con-
tribution of these elements to the affective climate and conditions of
lcarning are the critical fsctors. Despite our inability to give
definitive specification to those variables which constitute the affec-
tive conditions associated with positive outcomes, the data of several
studies clearly support the conclusion that affectlve support is a

crucial variable in the learning of a disadvantaged child. Of the several
factors associated with achievement in school, Coleman and his coworkers

(1966) found that sense of control over ones environment accounted for &
more of the variation in achievement than all other factors save family
background. Where sense of control.is high, .achievement in school is

high and where sense of control is low, achievement is low. This
‘relationship was found to hold for blacks aud whites, for rich and poor.
. Sources of this sense of control have nct been systematically studied
but the Coleman data also Lnchaced that for the p.nulation studied,

the experience of schooling in 1ntegrated settings was associated with = = .77 -

a high sense of control for black pupils. Additrional -support for the -
-importance of the affective domain is found in the werlkk of Zigler.and .ol
Butterworth (1968) who have dearly denoneraLud the basis in changed
affective components for changes in level of test score. Their research
indicates that without any discernable shift in the nature of cognitive~
function and without intervention of a cognitive nature,,31gn1f1cant
shifts in the level of intellective function can be achieved through - _
the modification of motivaticn, task involwement and affective-state. =77 77
A number of related studies provide similar though less convincing evi-
dence. They include studies of achievers and non-achievers with
“difference in affect being the major associated difference between the
T two groups. A'variety of reenforcement studies make rhe same point: =~ 77
_ _When learners find the learning-experience or. the .result of-the - --- - —
experience rewardlngl achievement.is higher. -In fact, the. single most -~ -
consistently effective strategy for the achievement.of mastery of a.
... specific behavior or sklll is that based upon .the analysis . of learner -
. behavior and contingency management resulting in consistent rewards _

. .for appropriate behavior. By no means unrelated to this phenomenon is )
_ _the utilization of peers as models or tutors. -In a variety of programs.-. - -
. ut11141ng peers, it seems clear that the reenforcement provided by

peer approval or the meeting of ‘peer norms 1s a powerful tool for in-
fluencing pupil achlevement. ‘ : ]

The concern with affective development *s not unrelated to the .age old

— concern with the development of more effective cummunication between
parents, community and the school or the comtemporary ccncerns with
"parent participation'" and '"community control”. Parent and community
involvement in the school are presumed to make schoollng more congruent
with the lives of pupils as well as to insure support in the broader
life experience for the activities of the school. The latter’ may be
instrumental in reenforcing specific learning, both are thought to in-
fluence the attitudes of children toward schooling. The data indicate

. that the childrcen of parents who are more intimately involved in schoel

% show heightencd self concept_and'more sicnificantly superior academic

&) ‘ ' ‘ '
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plogrcos.\ in her annual review of compensatovy education pProgYams i
Jablonsky concluded that "schools which have open doors to marenls
and communily members have greatery success in educating chitdreid
Tn tho roview of rescarch related to deccentral JLA,LOD and coun Ly
participation, Lopate and others have concluded, "investiuptions

of the effects of participatory decision making in creatiny positive

ive
changes in the affective and instrumental behavior of the participants
consistently demonstrate the importance of actively 1"1\7"11"710 individuals
5u decisions which affect them. ... Educational rescarch ind ;
when parents of school children are involved in the process of cducations
their children are likely to achieve better."

. Itis difficult to draw meaningful conclusions from the data on efforts - . .-
at changing staf{f behavior through training or from the polemical : .
" literature on changing schools and sc hool systems. Although no stl"utem/
or content for training emearges as exemplary from the training liteFature,’
from research on program it does appeat that the goals of training need to =
focus on staff rnember (1) use of-self as a facilitator and reinforcer of - -
learning; (2) planning for consistency and flexibility in management of
learning experiences; (3) utilization of indigemnous human and other
resources to cncouraye and support learning; and

=~ 3

{4y -utilization of pupil.
and environment assessment data to plan the developmc ital experiences :
of individuals and groups. How-these goals-are-best achieved-in training =" '~
is not clear, but evidence mounts in support of an association between
_the presence of such characteristics in the behavior of staff and-improved..
ach1cvcnl nt and adjustment for pupils. As for changes in schools and._ ...
systermns, experience so far is more apparent than real, more-symbolic- -~ -
" than” concrete, and too new for there to be crood data from which to_ draw .
conclusions., Nomnetheless, the weight of the arguments tips the balance
toward the conclusion that schooling is out of phase with the changing - - -~ - -

_needs of those we would school. The manner in which schooling must be
changed is the focus of the debate. __

s .- [ qane— — e
o fomeaee - e em o - - . . -
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] B. Graphic Ronresentation of Findings

Introduction

A central task of this study was to have been the identification and graphic
representation of relationships between a variety of dependent and independent
variables referable to Title 1 snd compensatory education efforts. Considerable
.. effort was expended at trying to -identify aund specify -the variables.whicha -/. -~
have been subjected to investigatiom, Although this task proved to be
difficult because of the wide variation in the way terms are used, programs
are designed and outcomes are measured Or neglected, the task of utilizing
those identifications and specifications to determine relationships and to
graphically represent definitive relationships.proved impossible. It_.is the
nature and quality of the data available that has thwarted these attempts. .
There is little to no standardization in the conception or definition of" ~T 77 7
_the variables utilized in the many studies reviewed. Variables may be
- assigned to categories according to gemnerally agreed to. meanings. but. the .~
substantive characteristics of the variable are inconstant across programs,
situations and pupils. Hence, guidance, or reading or parent involvement -~ = -~
are referred to in numerous programs but have different meanings in each. -
- Or reading~score,-intelligence~Levei;~effect'on~pafents~may~be~identified~-—«mw-~-—
as common dependent variables but with each having specifications idio- '
"synecratic to the study or situation in which it is used.” In addition; less -’
than one tenth of the reports studied were based on research designs which
meet criteria for hypothesis testing experiments, in which isolated
variables were studied for possible interactive relationships. Nearly
aIluthe'étudies‘ithﬁde multiple treatment variables and “a ‘few dependent T
-yvariables, with no-seriovs effort directed at determining which specific
independent variable or combinations of variables account - for- the  association-
. with a specific dependent variable or variable complex. Because of thesec
... "several factors the problem of graphically_representing;these”nebplous R

relationships in .other than simplistic and possibly -misleading form has not
been solved. ’ '

A simple program matrix has been produced in which categories of program
input variables are listed on the vertical and categories of outcome variables
are listed on the horizontal. An identifying number for each study is
charted in the cells where independent and dependent variables intercept. .

"Colump one of the matrix is reserved for those studies where the independent
-variable is-associated with ro measured difference: The remaining vertical
columns include cells in which studies showing differences associated with

" categories or treatment are ijdentified. Studies showing significant differences
at the .05 level are identified by placement above the diagonal. The matrix

referred to represents graphically 62 programs. The data on these programs

were reported in a manner which enabled the staff to jdentify independent

ai.d dependent variables, and in .most instances these data were dealt with

statistically. A casual studv of this matrix reveals that it is not a useful

i aid in identifving crucial relationships betwaéq;specificvvariabies. By nc

i means are all the variables which may have relevance for.effective componsatory

o cducatinn listed. .Neor are thospAwhich ave identified, indicated in sufficiznt

[}{U:dOtall to be useful in directing policy‘apdrprogtpm planuing. In fact, some

P o v x Sl C ST . :253:
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of the most important findings and conclusions which can be drawn from

the data and reports studied simply can not ‘be graphically represented

in this matrix. The matrix can be useful, however, in determining those
categories of variables with which much or little work has been done. It

can provide some suggestive leads for concentrating future and more definitive
study. It can be used to identify complexes of input variables and complexes
of ~utcome.variables which show promise of associaticn. The bibliography
which follows the matrix includes annotated references to the programs

ineluded in the matrix. These and other studies 'are discussed in summary
fashion in section I1IC of the report.
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J _&NTIFICATION AND DEFINITION OF INDEPENDENT VARIABLES

UTILIZED IN PROGRAM MATRIX

1. General learning and problem-solving skills - refers to skills
general enough to be applied in all or several areas rather than
to specific subject matter. Includes '"learning to learn,”
study skills, classification, general concept formation.

2. Grouping patterns - includes grouping on an SES, ethnic or age
basis as well as on the basis of academic achievement.~ : T -

3. Increased adult-child ratio - includes .aides and volunteers as... .. -
well as regular teachers.

4. Inncvative materials and curriculum - programs which had materials. - -
or curricula particularly developed or packaged for-the program. . "

5. Language and communication skills - includes pre-school through
high school; oral_expression,,grammar,_spelling,:composition
(excludes reading).

[ s

. 6. Math skills

L= s B e R A .

7. Motivation - techniques used to motivate children to perform
academically including internal and external motivation, posi-
e - rtive@and.negative.motivationrand~ﬁuture.goaluorientation,»mw-~nvw-.

8. Pa}énﬁﬂeducation and/Qrqinvolvemgnﬁf;-includingfﬁéféntél visits -
to classroom and parental teaching at home as well as community
involvement. S ' :

9, Peer relationships.- includes beer tutoring, ffiendship,»role
‘models. ' o : S ' :

10. ' Reading skills devglopment'f'3-*

i
-
=
.

i

--8taff skills development -~ inciudeSjin—serviceﬂtraining;'sensi-*“f. -
tivity training. :

12. Affectiﬁe:déveloéméﬁt‘? inéludés’self%concepf; selféimage;"at-' ”f"
titude. toward learning. (does not include'motivation). ‘

13. ' Cultural enrichment f,inéludés'trips'qut to museums, piays; etc.
- .and bringing in art, dance, etc. to-the learning environment.

'14. Diagnosis of 1éarhing'défiCit§”- any effort ét”thé identifica-
tion of deficits‘that‘mgyfinterfere;with_learning._ :

31
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X . : : R S . _
Headgtart, Montessori, Sesama Streeb - these dre placed togoether altr
prescent becausc cach prograa contains a unique combinaticn of
methodology inputs not usefully broken down into individual inputs.
Use of paraprofessionals
Motor development - gross motor development.

Psychological support s=zrvices and guidance
Hardware, teaching machinery - includes audiovisual materials,

programmed materials, and media as well as techniques asscciated with
the use of this material. ’

Specialists - subject specialists

Residential - programs where the child "lives in" at the educational
institution.

Suppcrt services - a more multi-faceted approach than No. 18 above,
includes work with the family, the milieu, etc. -

Teacher planning time - increased freec time given teachers during
school day

Teacher expectations - this category encompasses studies of the

"pygmalion" effect
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IDENTIFICATION AND DEFINITION OF -DEPENDENT VARIABLES

UTILIZED IN PROGRAM MATRIX

1.. General intelligence - any test that gives an IQ or mental age
measure such as the Stanford-Binet, the WISC, the WPPSI, the DAT.,

2. Verbal intelligence - inclu.es tests such as the ITPA, the
Peabody Picture Vocabulary Test, verbal section of the WISC.

3. Language achievement - tests of English ability.
4. Reading‘achievement.- tests of reading abtlility.

5. -Math achievement - tests of math ability.

6. Attitude *oward self - includes tests of self-concept, anxiefy,
and attitudes.

~7. -Effect on parents -  includes 1mproved attitude toward school ox -

education, improved family health, etc., greater .involvement. in . ..

school.

8. Level of aspiration - increased orientation toward academic,
vocational, social and personal goals.

9. Learning style - reflective or 'impulsive (this category may be
expanded to include other approaches to learnlng in which the
child may show changes )

‘.:3;§L.  
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KEY TO PROGRAM MATRIX

Numbers above the diagonal line - statistically significant at .05 level.
Numbers below the diagonal line - test results not at .05 level or
data in test score form with no test of significance applied (sig-
nificant in the colloquial sense).

828 - includes differential aptitude test
182 re tutees
18P - re tutors
228 - as evaluated by Fox
29b _ as evaluated by Forlano et. al.
312 - re muothers' self-esteem
342 - re self-concept
352 - re children in program one year
35P . re children in program two years
38€ - Head Start children attending full-year now in lst grade
38° - No difference found on stanford Achievement for fall and summer.
Head Start children now in 2nd grade; no difference on ITPA.
for Head Start children in grades 1 and 2; no difference found
in Head Start children in grades 1 and 2 on self concept.
392 . re 2nd graders
39P - re 5th graders
39¢ - re 5th graders' self concept and school attitudes
39d - re 2nd graders' arithmetic achievement
402 - includes anxiety measure
‘40b’5'genéra1 intelligence (Otis) =~~~ e T oo T T
40€ - language achievement _
422 - no difference for K on PPVT in '68 evaluation; no difference
for 2nd grade on reading in '68 evaluation; no difference for
K on reading for '69 evaluation.
42° - re 1lst graders on '68 and '69 evaluation
42% - re 8th and 10th graders on '68 evaluation
44A, 44B, 44C refer to different programs within a city wide program
44A2 - verbal and non-verbal intelligence
44AP - arithmetic achievement
452 - verbal intelligence (Otis)
502 - re motor devzlopment
572 - controls did better on Cattell Infant Intelligence Scale than
did experimentals

34
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PROGRAMS INCLUDER ON THE MATRIX

1. U.S. Office of Education, Washington, D.C. Division of Compen-
satory Education. Language Stimulation Program, Auburn, Ala-
bama. One of _a Series of Successful Compensatory Education -- -

Programs. 1969. 15p. ED 038 480

 This program_ provided smallwgrgups,of“edpcationallv;disadvantagedA
____ " 7 "¢hildrepn with language stimulation in an attempt increase IQ _
and language ability. The children were all Neg ‘irst—-graders,
ranging in age from six years one month to eight years two months,

.. - -enrolled in the only elementary school in Auburn with all=Negro’
students.- The eurriculum of the program consisted of the exper-
imental edition of the Peabody Language Development Kit, . supple- o

— mented by stories used to stimulate the children's- language devel-— ~
... —..—opment. Activities-emphasized story-making, classifying,; follow-""

- - ..ing.--directions, 1qoking,;c0unting,'describing,randfnememberiﬁg;n '
The language stimulation lessons lasted ten weeks during the 1964-
65 school year. The results. of a battery of tests indicated statis-
tically significant. gains-of the~programnchildren~over~the»contrdl'%-
group in intellectual and. language..development, -and -in readding- '
skills. These tests were made over a year ‘and a half later when

. .. ... the children were in third grade. ‘A -third-posttest was admimis=" """

. tered when pupils were in the fourth -grade. ~Data are held to -
indicate that, nearly three years after the end of treatment, the
program children had maintained their superiority over the control

children. Tables and charts illustrative of the test data are
included.

2. U.S. Office of Education, Washington, D.C. Division .of . Compen-—.. .
satory Education. Afternoon Remedial and Enrichment-Program, -~
Buffale, New York. One of a Series of Successful Compensatory
Education Programs. 1969. 13p. ED 038 468 - - :

This afternoon remedial and enrichment program was offered to
inner-city low income .¢hildren -(grades- 3-8).- About.75 percent of
- the children were black, 20 percent white and five percent Puerto
i "Rican. Remedial instruction was offered in reading and mathematies.:
Average class size was.six pupils; these small groups. allowed for-
better diagnosis of needs and individualized ‘instruction. Enrich-
ment teachers taught classes, in art, music, industrial arts, and
physical education. Childrei's gains were measured by the Cali-
fornia Reading Test and the California Arithmetic Test (Forms W
and X) in 1966-67. - No test data were collected in 1967-68 and
1968-69. " Test scores for 1966-67 showed, however, that pupils
achieved a mean gain of five months in reading achievement and six
- months 'in arithmetic during the five months between. testings. —
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3., U.S. Office of Education, Washington, D.C. Division of Compen-
satory Education. The Ameliorative Preschool Program, Cham-
paign, Illinois. <One of -a Series of Successful -Compensatory .
Education Programs. 1969. 12p. ED 038 469

- This-preschool -program dffered;aihighly,structuredwpurriculnm

in which language development was fostered through encouraging
verbal responses in a game format context. The curriculum, based
on skills and concepts required foxr success in elementary school,
included language arts, reading readiness, mathematical concepts,
science, and.social studies. Small instructional groups of. five .-~
pupils allowed the teacher to correct or reinforce verbal responses
‘immediately. Directed -play periods stressed visual-motor.-activ-
jties such aS“puzzles,‘blocks;“clay;'ﬂesting”an&"stacking-toys,—-

and pounding sets. Drawn'from'economfcally“depressed;neighborf;
) . hoods, two-thirds of the pupils were black and the remainder Cau-
" casian. The results of six standardized tests administered at =~ T

the end of the first grade -showed that project pupils performed .-
better than eomparableupupils»whoﬁhad-attended a..traditional. pre— ..
school. The program pupils, furthermore, scored - well above grade
level'on“the'Californra”Achfevement—Tests~in~Teading;flanguage;~-_u«~
and” arithmetic. - Tables showing-test dataj;and examples of speci——— -
fic activities used in the program are also included. '

4. -UY.S. Office--0of Education, Washington, D.C. . Division of Compen- .
.~ .. satory--Education. - Augmented Reading Project, Pomona, California.

.. One.of a. Series of.Succgssful.Compensatory_EducationvPrograms,
1969. 16p. ED 038 470

This program provided ®torrective reading inSfructionkfor'disad_
vantaged~puPils«Cgt&désii—ﬁ);ffoﬁ.Black,-Méxicén:American and
Anglo low income families. Instruction was provided for small
~ groups (three to six pupils) by Temedial reading teachers, one
"teacher being shared By'two-échOOISx_-The-progrhm”élso-i&cluded
the assistance of classroom aides, psychologists, and counselors, .
and- the-use of special instructional materials-and cultural.enrich-
ment activities. An in-service training program designed for all
proiect personnel aimed to acquaint staff with the special prob-
lems of disadvantaged students. 'The Wide Range Achievement Test
was used. in 1966-67 to measure gains, which averaged nine months.
Time between testings was about six months. In 1967-68 students -
.. .. gained an average four and one-half months in a period of just ,
under four months between testings. Lists of special instructiona
materials‘and,tables showing test result data are included.
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5. U.S. Office of Education, Washington, D.C. -Division of Compen-
satory Education. ‘Learning to  Learn Program, Jacksonville, - -
Florida. . One.of a Series of Successful Compensatory Education ..
Programs. 1969. 28p. ED 038 472

.The -kindergarten Learning to Learn Program was.--designed to help.
children acquire flexible strategies for dealing with challenges
and problems. The pupils in both experiméental and control groups
were from a low income black neighbbrhood. The program was
organized around a carefully planned -sequence of language and-- -
mathematical games and -game-like activities; special. teaching
methods guaranteed success to each child. ~Through a sequence of
planned experiences, -the .curriculum allowed-children ~to move from. .-

.~ -motor.-manipulation to the-buiiding of -perceptual -imageryto -sym=-—— -

ﬁﬁﬂ««—u—bolicmexpériencesm¢hroughwthe-meéiumfofvinteres%inguand”challeng- _

ing games and game-like activities. Teachers and teacher aides
were- trained in am intensive in<service training program to o
become child~oriented rather than-content—oriented. -Flexibility .- ..
in grouping and parent participation“ﬂexe_important_fagtonsm-gwn.wm
Sequence charts for language and mathematical games along with:

- — related activities-are-included-. - Results—of the-Stanford-Binet- -——
- _Form L-M, Peabody Picture-Vocabulary Test; ~and—the—Ilkldinois--Test -———
of Psycholinguistic Abilities are given. Charts show qomparative

gains of experimental and control groups.

6. U.S. Office._of- Education, Washington, D.C.—Division of Compen-
_ satory Education. Malabar Reading Program for Mexican—American _
Children, Los Angeles, California. One of a Series of Success-
ful Compensatory Education Programs. 1969. 26p. ED 038 473

This program attempted to raise the reading levels of Mexican-
American children (prekindergarten through grade three) through
. individualized ‘instruction, self-instruction, curriculum change,
-__parent;participatidngpand.cultunal:antivities.w_It was_-assumed
' that children would become capable of self-regulating learning
. _behavior._only when they had.learned to organize._their cognitive
field; thus,.the search for structure .was to. proceed in the devel-
- _opment:of both reading and oral language skills. The five major
aspects of the instruction are presented 'in tabular format. Tables
- include summaries of activities related to writing, "phonics, word
discrimination, comprehension, and self-regulatory, self-instructing
- behavior and-anticipated-concomitant changes in self-concept for
each level. Self-teaching materials are described. The Stanford
Reading Test was the principal measure of achievement. "Tables '
giving analyses of data are included.. ' o '
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7. U.S. Office of Education, Washington, D.C. Division of Compen-
satory Education. The Preschool Program, Oakland, Czalifornia.

One of a Series of Successful Compens tory Educatlon Programs.
1969. 17p. ED 038 475 o

This program aimed to help disadvantaged children enter kinder-
garten by giving them preschool experiences which were mainly

designed to augment conc2ptual and cognitive development. - The
pupils, dravn from an economically depressed area, were mostly
black three- and four-year-old children. In addition tco augment-

ing conceptual and cognitive development, the program emphasized
stimulation of interest and curiosity, improvement of language
skills, social-emotional adjustment, school-parent. understanding,
detection and remedlatlon of physical defects and problems, and
preservice and inservice training for teachers. Examples eof . _
specific lessons are given. Children's gains were measured by

the Pictorial Test of Intelligence. .Tables giving test -data are
included.

8. U.g8., Office of Education, Washington, D.C. Division of Compen-
satory Education. Summer Upward Bound, Terre Haute, .Indiana.

One of a Series - of Successful Compensatory Education Programs.
1969. 18p. ED 038 477 .

Upward Bound was a precollege program geared .for -high-school stu-
dents with potential who had been handicapped by economic, .cultural,.-

" and educational deprivation. It involved a full-time sSummeér "pro-
gram and follow-up programs (counseling, cultutral ‘activities, and
physical education) during the academic yeéar. ~Students stayed in

the program. for three’ consecutive summers and were instructed. in
"language arts, mathematics,-study methods and techniques; ‘and per-

ceptual skills. Academic skills wWere stressed to enCourage an
_enduring desire to pursue a college education-or-some-kind of post::
""secondary school training. Curriculum and teaching methods are

'generally described along with specific examples- of-word games, -
dictating exercises, and language study units.

9. U.S. Office of'Education,.Washington; D.C.. Division-of Compen-— .
~satory Education. Project Early Push, Buffalo, New York. One

of a Series of Successful Compensatory Education Programs.
1969. 17p. ED 038 476

Project Early Push was a prekindergarten program designed to pPro-—
vide disadvantaged children with experiences vital to later educa-
tional success. Students' ages ranged between 3 years, 9 months
.and 4 years, 9 months at the "start of the program; students came
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from a target area in Buffalo. Specific goals of the program were
to foster a healthy self-concept; improved perceptual, discrimina-
tory, labeling, and concept-building abilities; understanding of
the environment; self-expression; motor coordinatién; verbal com-
munication; auditory discrimination and appreciation; literary
appreciation; parent involvement; and improved teacher awareness
of the problems of disadvantaged children. Innovative aspects of-
the project included the Art Program designed to .encourage self-
eXxpression. Continuous. in-service-training was provided for teachers
and teacher aides. The Peabody Picture Vocabulary Test was used

to measure achievement. Parent involvement was also found to

enhance improvement. Tables illustrative of test data are included.

U.S. OfFfice of Education, Washington, D.C. Division of Compen-—
.satory Education. Plus Program, Buffalo, New Yorki:  One of-a
Series of Successful CompensatoryjEducatipanrograms;uwl969.__”_
19p. ED 038 474 ' '

The Plus Program was designed to provide a maximum amount . of
remedial work in reading and mathematics for disadvantaged -youth

in grades 1-8. About 75 percent of the project pupils were black,
20 percent white, and five percent Puerto Rican. .-8pecially trained

teachers worked with small groups of students in programs designed

to be corrective and supplemental to regular rather than develop-
mental curriculum. In both the corrective reading and corrective
mathematics programs, small groups’ and individual "attention "enabled

“teachers to better diagnose the needs..of students-and- to--concen—
..xrate on- strengthening weak-areas. Parents were encouraged to wit-

ness the progress of children. Lists of texts used for both pro-
grams are included along with specific examples of lesson exer-— -

cises. The California Reading Test .and the California Arithmetic ..
Test (Forms W and X) were used.tc measure gains. .Tables -showing
tes;hgaga_argfipcluded,

U.S. Office of Education, Washington, D.C. Division of Compen-—
satory Education. Early Childhood Project, New York City.

One of a Series of Successful Compensatory Education Programs.
1969. 27p. ED Q27 974 ‘ ' '

This preschool program<cgncentrated on language development, self-
concept, perception, and concept formation. Also, a vertically
organized program of reading, math, science, and creative drama-

tics, along with parent activity, inservice training, and dissemi-

nation. The program went from prekindergarten through the third
grade. Individual and small group work allowed children to pro-
ceed at their own rate.  The- subjects, mostly Negroes from non-
intact lower class families, originally varied in number from
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120 to 200 (including controls) in each of six groups (waves)

studies. Pretests were administered before prekindergarten.
Two posttests were given, one after prekindergarten and the-
other after kindergarten. Evaluation was hampered by a

loss of subjects, by an arrangement in which only subsamples
were tested, and by the use of VvVarious tests. The results on
the Columbia Mental Maturity Scale showed that for the sub-
samples drawn from the first experimental wave and the basic
control group, the difference in the means were not statistic-—
ally significant on pretests, yet they were significant on -the
first posttest but not on the second posttest. For subsamples
drawn from waves two through four, results on the Stanford-Binet

showed that the experimental groups performed significantly bet-

ter on both posttests but not on pretests.

U.S..0ffice of Education, Washingtons -D.C. Diviston of -Compen-"" "
satory Education. Expanded Language Arts, Buffalo, New York.

One of a Series of Successful Compensatory Education Programs.
1969. 13p. ED 038 471

The Expanded Language Arts.program aimed to increase the-basic

language skills of educationally disadvantaged children by

- decreasing class size and improving instructional materials.
Students were drawn from a low income inner-city area of Buf- - -

falo .and ranged in age from 11 to 19 years (grades-7-12). Fifty"
percent of the students spoke a Southern rural dialect, twenty
percent spoke Italian 1n the home, and one percent spoke Spanish |

in the home.’ Language ‘arts classrooms were used as 1aborator1es
for the teaching of writing. Electronic recording and playback.
equipment were used to improve oral language -skills. -Lists of

- books, magazines; and- audiovisual materials”are'ihcluded.e“In’ o

1966-67, two standard achievement tests were used: the Califor-

-nia Language.Test, Junior High and Advanced Levels, Forms W and

X, and the Sequential Tests of Educational Progress (STEP),
Levels 2 and 3, Forms- A and B. Anecdotal comments rather than

_test data weére gathered for 1967-68. Test scores for 1968-69

have not yet been compiled. The. 1966~67 test data, however, -

showed that -a mean gain of six to fifteen mean months were 'Yeg-
istered.
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13. U.S. Office of Education, Washington, D.C. Division of Compen-
satory Education. Preschool Program, Fresno, California.

One of a Series of Successful Compensatory Education Programs.
1969. 19p. ED 027 977

For each of four years varying numbers (from 45 to 750) of three-
to five-year-old children, mostly Mexican-American, Spanish speak-
ing, participated in a program aimed at language development.
Classes met three hours daily,; five times a week, in small dis-
cussion and activity-groups that included five children and one

adult The Peabody Picture Vocabulary Test was used as a pretest
and posttest measure. On the pilot project nearly every child
raised his IQ by ten to twenty points. - For. the,  second year,

there were negligible gains, possibly due to the brevity of. the
_preogram (two to five months) and the teachers' lack of nursery

experience. The third year's test results, which were divided
into three ethnic groupsA(Caucasian,.Negro,_and.Mexican—American)rﬂ
were compared. The groups differed significantly on the pretest
but not on the posttest. All groups gained significantly. The
same procedutre was followed the fourth year, and- all groups gained
significantly.’ : ' i '

. 14. . U.S. Office of Education, Washington, D.C. Division of Compen-

. satory Education.. . Infant Education Research Project, Washing-

. . _tom, D.C. One.of.a Series of Successful Compensatory Education

Programs. 1969. 26p. ED 027 976
In a study to determine whether or not culturally deprived chil-
dren develop at progressively greater deficits in intellectual
" functioning during the ages. of fifteen months to three Yyears,.
tutors provided fifteen—-moenth-old infants with intellectual and
verbal stimulation one hour dailly, five times a week until they
. were--36. months old. - The subjécts consisted of Negro males from
homes that met two of the following three criteria: (1) family
. income was $5,000- or -less,- (2) mother's-formal education was less
than twelve years, and (3) mother had been an unskilled or semi-

‘skilled worker. The exparimental group contained 28 children and
‘the control group numbered 30. Pretests on the Bayley Infant
Scales showed the controls slightly superior (but not signifi-
cantly) to the experimentals at fourteen months. At twenty-one
months, the experimentals had gained significantly (.05 level).
Posttesting on the Stanford-Binet at ages 27 and 36 months showed
experimentals were significantly supérior to controls ‘at the .01
level. When the subjects were 36 months old, the Peabody Picture
Vocabulary Test and Johns Hopkins Perceptual Test showed that the
experimentals were significantly superior at the .01 level; the

Aaronson-Schaefer Preposition Test also showed gains but not at
a significant level.
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15. U.S. Office of Education, Washington, D.C. Division.of Compen-
satory Education. Perry FPreschool Project, Ypsilanti, Michi-
gan. One of a Series of Successful Compensatory Education
Programs. 1969. 22p. ED 027 975 '

The Perry Preschool Project assessed longitudinal effects of a
two-year program consisting of -a daily three-hour cognitively:
oriented nursery, a weekly 90-minute home visit, and less fre-

_ _quent group meetings of the pupils' -parents.. . Subjects consisted
of three- and four-year-old Negro disadvantaged and functionally
retarded children, whose pretest scores on the Stanford-Binet
Intelligence Scale were not above 85. The-program operated from.
September 1962 until June 1966. About 24 children took part each
year. Upon entering, the children were pretested on the -Stanford-
Binet, the Peabody Picture Vocabulary Test, and the Leiter Inter-
national Bepformanee-Scalevu—Theseuand_otheww{eSES~wereuused.lateru_.
in the program. Few significant differences between experimen-
tals and controls were noted on the pretests. The California
Achievement Tests in reading, language; and mathematics were -~
given at the end of the‘first‘gra&e-an&“again”atmthe"endwofmthe~-"~~
second grade. The results showed significant gains for the exper-
imentals over the controls.

. 16. U.s. Office of Education, Washington, D.C. Division of Compen-
: satory Education. Diagnostically Based Curriculum, Blooming-

ton, Indiana. One of a Seriaes of Successful Compensatory
Education Programs. 1969. 40p. ED 027 978 °

The purpose of this study was to develop and evaluate-a diagnos-
tically based curriculum for disadvantaged preschool children. _
" For each of three years, 45 lower class_Appalachian white five- .
year-olds were equally divided into three groups.  The experi-
mental preschool group (EPS) received. a structural curriculum. .
designed to remedy specific, diagnosed deficits in language devel-'
opment, fine motor coordination, concept development, and social-
ization. Two contrast groups were used. The kindergarten con-
trast (KC) received a traditional kindergarten program, while
L the "“at_ homé" conirast group (AHC) receivéed only the pretesting
' and posttesting given to all groups. The experimental curriculum
was annually revised to benefit from the past experiences. When
the data from the populations of three years were combined, they
revealed that in the intelligence category, -the EPS. mean was sig-
nificantly greater -than either the KC or AHC mean, and the KC
" mean was significantly greater than the AHC mean. Testing during .
the first grade, however, showed that the EPS and KC had stabil-
ized in IQ by the end of their preschool year,  but the AHC group
gained enough in the first grade to cancel the IQ differences

that formerly existed. 'Statistics for the other categories are
also listed.
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17. U.S. Office of Education, Washington, D.C. Division of Compen-
: satory Education. Academic Preschool, Champaign, Illinois.

One of .a Series of Successful Compensatory Education Programs.
1969. 27p. ED 027 979

A study was conducted to test the effectiveness of a preschool
program which emphasized rapid attainment of basic academic con-
cepts. The experimentals wvere four- to five-year-old lower class,
predominantly Negro, children. For two years they received '
+nstruction two hours daily, five times a week,
the pupil-teacher ratio was five to one.
an above-average rate,

in a group where

To induce learning at

positive and negative reinforce.s were

used. A comparison group was pretested and posttested. - After
the first year of instruction results- from the Stanford-Binet

- showed a gain of 17.14 points,for,the_experimental,gpoup;ughgh_
comparison group showed a gain of 8.07 points. After the second
year of instruction, the experimental group gained "an additional~”
8.61 pointsﬁuthe:comparison.group-lost 2.96¢ points. Iunterviews -
with parents. and observations_of,the"participatingmchildxgnL“
revealed no beha- ioral problems after the second week of instruc-
tion and no regressive behavior in general. -

18. U.S. Office of Education, Washington, D.C. Divsion of Compen-—
-satory Education. Homework"Helper”Program;“NeW“York“City; -

One of a_Series.of Successful Compensatory Education Programs.
1969. 22p. ED 028 896

An after-school tutorial program . in which high school students
assisted failing elementary school .children with reading -and
homework two to four hours a week ' is described. 'The children,
grades 3-6, were from low-income families, many_from minority
‘greups, aid were taught in nine centers staffed by a master

Y- .cher and several tutors. ~The program began in February 1963 -
and operdted in summer as well -as during theé school yéar until’
1967. Evaluation of the 1963-64 school year compared 410 pupils
with 185 control pupils on the basis of scores on the New York
Tests -of Growth  in Reading.- Level C. Form 1. ‘Those pupils who
were tutored four hours a week made significant gains over the
control group, but the complete experimental group did not differ
significantly from the control group. The 240 tutors, tested
with alternate forms of the Advanced Level of the Iowa Silent
Reading Tests, averaged 3-4 years of reading ac
Analyses of classroom grades,
averages,

_ hievement gain.

pupil attitudes, tutorial academic
and tutorial attitudes were prot conclusive. ‘Total cost
of the program for the 1963-64 schocl year was $151,700. .
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U.S. Office of Education, Washington, P.C. Division of Compen-
satory Education. Intensive Reading Instructional Teams,
Hartford, Connecticut. One of a Series of Successful Com-
pensatory Education Programs. 1969. 18p. ED 028 897

Inner-city Hartford, Connecticut, children reading below grade
level but having potential for growth in reading were given a
ten-week comprehensive program of reading instruction conducted
by three Intensive Reading Instructional Teams (IRIT's).. Groups
of fifteen pupils attended the half-day sessions, moving from
teacher to teacher at one-hour intervals and receiving instruc-
tion in three areas: (1) phonics and word attack skills, (2} basal
reading program, stressing vocabulary and comprehension, and

(3) individualized reading. Part of the children's work inclu-
ded writing stories and poems. Thesé, along with teacher-made
exercises, have been collected into booklet form by the Hartford
Schools for use by other teachers. 1In the three years of the
program, children from grades three to six have been included.
The 1967-68 group contained 500 children, mostly from grades
four and five. Pretesting and post-testing, using various forms
of the California Reading Achievement Test, showed significant
gains ir vocabulary, comprehension, and toi(=l reading achieve-
ment. Studies of measured intelligence, using Lorge-Thorndike
Intelligence Tests, showed no significant gains. Followup stu-
dies seven months .into the school year following IRIT, showed-
that reading scores were being maintained or improved upon. in

a regular classroom setting. References are included.

U.S. Office of Education, Washington, D.C. Division of Compen-
-satory Education. After-School Study Centers, New York City. .

One of a Series of Successful Compensatory Education Programs.
1969. 18p. ED 027 362

The curriculum in this .after .school program for low:income ‘Negro -
and Puerto Rican elementary school (grades 2-6) consisted prim-
arily of remedial reading and arithmetic, library training, home-
work assistance, and a "Special Potential Development Service'"

- providing music, art, and health education. The volunteer stu-

dents were accepted because they were retarded one year or more

in reading or arithmetic. An evaluation of the 1964-65 program
showed that a smaple of fourth—-grade students enrolled in the
reading program for three to six hours a week had made signifi-
cantly greater gains in reading age than a control group from the .
same schools. The greater the attendance, the greater thé gains

.were. In the 1966-67 program the students in the prugram showed™

sigaificant gains over expected performance in reading at each
grade level. A description of the program's activities includés
information on staff, teaching techniques (particularly reading),
instructional materizls, audiovisual aids, and costs.
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U.S. Office of Education, Washington, D.C. Division of Com-
pensatory Educatiou. Self-Directive Dramatization Project.
Joliet, Illinois. One of a Series of Successfull Compensa-
tory Education Programs. 1969. 17p. ED 027 364 '

Two studies of the Self-Directive Dramatization Project are
reported. In the first the relationship of dramatization, self-
concept, and reading achievement in middle class children in

grades two through seven was examined, and in the second mostly
black disadvantaged children in grades one through four were
studied. Both groups of children dramatized stories from three

to five times a week over periods of 3.5 months. In both stu-

dies gains in reading ability and self-concept during the self-
dramatization period were measured, tested against a null hypo-
thesis, and intercorrelated; and in the second study gains by -

the experimental groups were compared with those of-a corres-
ponding control group. The findings of the. second. study, thought® _
to be more significant than the first, suggested that the exper-
imental groups made gredater gains in reading‘abIIity~than-the-J'fwi
controls, especially the grade two experimentals, whose gains
exceeded expectationmns. A ‘

U.S. Office of Education, Washington, D.C. 'Division of Compen-
satory Education. More Effective Schools, New York City.
One of a Series of Successful Compensatory Education Programs.
1969. 39p. ED 027 363 N ‘ tr

The More Effective Schools project, an effort to make the schools
better able to solve the basic reading and arithmetic problems

of disadvantaged children, .brought about a reorganizaticn .and
expansion o’ the teaching and administrative staffs of elemen-

tary scheeols iun New “¥fork City. The combined black drnd Puerto )
Rican population in the project schools was greater than fifty
percent of the total school population, and all classes (preK=-6) _ _

Weé¥e heterogéneously grouped. Class size was reduced, after

school study centers were openéd, team teaching-and other inno-
vations were introdiced, and teacher specialists were used.
Benefits claimed in reading and arithmetic achievement as meas-
ured by standardized tests are conflicting because of the variety
of designs used to evaluate student performance. Several inter-
pretations of the data are included in this report, as well as

information on staff, program methodology, and costs.
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U.S. Office of Education, Washington, D.C. Division of Com~-
pensatory Education. Elementary Reading Centers, Milwaukee,
Wisconsin. One of a Series of Successful Compensatory Edu-

cation Programs. 1969. 1lé4p. ED 028 895

In fifteen Milwaukee, Wisconsin, reading centers disadvantaged
children from grades four through eight received remedial read-
ing instruction and wide reading opportunities through small
group instruction. Students remained in the program for vary-
ing periods, ranging from a few weeks to seven months. A diag--
nostic approach was used to identify the specific needs of each
pupil. Activities, materials, and equipment used to meet these
needs are listed. Evaluation consisted of administering the
California Reading Test (silent reading) and the Wide Range
Achievement Test (oral reading). The educational and experien-
tial backgiounds and the responsibilities of the personnel dinvolved

'in the program are presented. Additional evaluation indexes,modi-

fications and suggestions, and budgetary_information are included.
References are noted.

U.S. Office of Education, Washington, D.C. Division of Com-~
pensatory Education. School and Home, Flint, Michigan. One

of a Series of Successful Compensatory Education Programs.
1969. 18p. ED 028.900

An experimental program in Flint, Michigan, was designed..to raise
the academic level of underachieving children by involving their
parents in the daily reading exercises and study habits of their
children. Children were given materials including booklets made
from old basal readers and file boxes for word cards. Pdarents
were given instruction in helping children use these materidls
and suggestions for preparing children for school. Reading aloud
to children was encouraged. The children involved in the program
werc Negro, primarily from low-income families where. the parents
had only limited educational backgrounds. Two elementary schools

participated during 1961-62, with a.total of :1,100 -children in -

grades - K-6. -The Gates Reading Tests were used as pretests and
post-tests to measure the effectivenéss of the program and to com-
pare children in it with a control group made up of children in
another elementary school. Greater gains in vocabulary than in
comprehension were noted in all groups, with children in the two
experimental groups showing significantly greater.gains than those
in the control group. Parents who were surveyed regarding the— —
program were enthusiastic about their own involvement and about
their children's progress. References are included.
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25. U.S. Office of Education, Washington, D.C. Division of Compen-—
satory Education. Programmed Tutorial Reading Project. Ind-
ijanapolis,. Indiana. One of a Series of Successful Compensatory

Education Programs. 1969. 15p. ED 028 899

First-grade Negroes and Caucasians from deteriorated city-center
areas were tutored in reading by paraprofessional tiutors whose
behavior was tightly programed. The project was developed through
several years of experimentation by Indiana University before be- "
ing initiated in the Indianapolis Schools in 1965. Children were
given fifteen-minute sessions with individual tutors during which
they were asked to perform certain reading tasks. Tutors, refer-
ing to a master list of tasks and responses, indicated the cor-

. rectness or -incorrectness of the children's responses with short
statements. Although the project has continued through 1968, the
best evaluation of the program was made in 1965. It compared pro-
gramed tutoring once a day for fifteen minutes with programed T
tutoring twice a day and with one and two daily-sessions of a

more traditional directed tutoring. Of these, only programed

tutoring twice a day was statistically superior to its control.
References are. included.

26;v Rosénthal, ﬁbﬁert; énd JaéoBson, Lenére. Pygmalion in the Class-
: room. - New York: Holt, Rinehart and Winston, 1968.

... .To test the hypothesis that the expectations-of teachers affect -~

" the intellectual development of their students, the investigators
in this study -administered a group intelligence -test to eighteen
classes of children about to enter grades one through six. The
teachers were told that the test could predict potential "spurters"
(actually a fiction), and were.given.the names of several chil-

dren who were expected to make unusual gains. - The students (20
percent of the children) were randomly chosen and in reality were
no different from their peers. After one-year the  experimental

group of child-en had gained an-average of twelve points-while
the control group of children had gained an average gain of eight.
Teachers were asked to describe their students at the end of the
year, and despite the gains of the control group children, they
rated them less favorably. The expectancy advantage (the degree
to which the IQ gains of the experimental group children exceeded
those of the controls) for-intellectwal development was analyzed
by grade level, track, sex, and minority-group status (predomi-
nantly Mexican). . It was found that (1) children ¥n the first and
second grades made the ‘greatest gains, (2) children in the middle
track showed the greatest advantage, though childrea in the other
tracks were close behind, (3) girls bloomed more in the reasoning
sphere of intellectual functioning and boys bloomed more in the
verbal sphere, (4) in total IQ, verbal IQ, and especially reason-
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ing IQ, minority-group children were more advantaged by favor-
able expectations than were other children though the differ-
ences were not statistically significant. The expectancy
advantage for academic performance (principally reading ability)
and classroom behavior as assessed by teachers was also analyzed
by grade level, track, sex, and minority-group status.

27. U.S. Office of Education, Washington, D.C. Division of Compen=-
satoxy Education. Speech and Language Develoepment -Program.- - -
Milwaukee, Wisconsin.,. One .of a Series of Successful Compen=
satory Education Programs. 1969. _22p. ED 027 330

During 1966-67, Negro and Spanish-American pupils in grades one
and two of seven Milwaukee elementary schools received a program
" of intensive assictance from trained speech therapists. The
-gcals of the program were (1) to increase the verbal ability of
disadvantaged children to enable .them to compete with middlie~
class children of the same age, and (2) to compile a list »of
effective techniques developed by the project therapists. Two
experimental samples (273 students) and two control samples were
randorly selected from students in the lower 85% of their clas-
. ses. Students in the experimeéntal sample met in groups of from
sixX to eight students with a therapist for forty~five minutes,

. ..r days a week for fifteen weeks. The students talked, listened,
zund carried out activities, such as illustrating stories. The
_effectiveness of the program was_ tested by the Ammons. Quick Test
of verbal-perceptual intelligence, the evaluation of tape—recorded
samples of the children's speech by therapists not involved in the
program, and the evaluation of the students' performances by

their classroom teachers and by project therapists. Although
~the results db'not'pgppletg}ywagreg,_evidencgvindicares}that,this”,.
prugram of compensatory education was successful. (Sample. units
from the program and lists of therapy techniques are included-’)

28, U.S. Office of Education, Washington, D.C. Division of. . Compen-—
satory Education. Communication Skills Project. Cne of a
Series of Successful Compensatory Education Programs. 1969.

"17p. ED 028 894 h o ' ' - : : '

The Communication Skills Center Project (CSC) in Detroit, Michi-
gan, a Title I project, provided remedial reading services. to. '
2,845 educationally disadvantaged children (80 to 85 percent
Negro) in grades two -through twelve during 1966-67. - The facil-
ities .included. six communication .skillsi.centers, -three serving
elementary and junior high school students, and three serving
high school students; one reading development center, including
a diagnostic reading clinic and a methods and materials develop-
ment laboratory; and fourteen supplementary CSC classrooms. The
measurement of reading achievement gains was based on pretest
and post-test results using various appropriate levels of the
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California Reading Test and the Stanford Redading Test. Social-

psychological adjustment was also evaluated. Students were
organized into very low, low, and normal categories according
to aptitude test scores. The findings indicated that, in gen-

eral, at all schocl levels pupils of low and very low scholastic
aptitude made significaut gains in reading achievement to justify
their selection. Greater rates of comprehension gain than would
be expected of normal achicving pupils were noted for all three
aptitude levels for all age groups except for the very low apti-
tude elementary subgroup. References are indicated.

e e e e e m - mmemam e m e A e e

29. - U.S. Office of Education, Washington, D.C. Division of Compen-
satory Education. Junior High School Summer Institutes, New

ork City. One of-a Series of Successful Compensatory Educa—
t1°n~’r°gram8-~ 1969. lqp- ED 028 898 ~ T

A summer program designed for sixth, seventh, and eighth '‘graders
recoxmended as needing remediation or repetition met for three
consecutive 90-minute sessions daily for fifty weéks. Regular
school personnel staffed the eleven New-York—-City—schools "desig="""
nated as Summer Institutes and were assisted by guidance counsel-
ors and educational aides. Small classes and special services,
including library services, were provided. Pretesting and post-
testing were done with alternate. forms of the Metropolitan Achieve-
ment Battery. For reading instruction students were grouped into
basic and intensive reading programs accorglng to pretest reading .
levels. "THéYy workKed within a tightly ¥ structured curriculum empha-
sizing reading skills and mechanics. 'Emphasis inn"mathematics
classes was on repetition of grades fajiled, with students grouped
according te the grade they fajiled. Other subjects taught were
English, foreign 1anguages,~sc1ences, and social studiés.  Some
Institutes also offeéred subjects of a vocational nature. Results
of a 1967 evaluation of six -0of the schools showed an average gain
in reading of .3 year and an average gain in mathematics of .5
year. Attitudes and opinions of Both staff and students concern-—
ing the program were favorable. Referencespare“included.j

30. U.s..O0ffice -0f Education, Washington, D.C. ‘Division of Compen-
satory Education. Project R-3, San Jose, California. One of

.a Series- £ Successful Compensatory Education Programs. 1969.
22p. ED 09/ 136

A progect wzs designed by the .8an.Jose .Unified .School District-
“"and ‘the educatlon division of the Lockheed Missiles and. Space
Company to treat learnlng problems experienced by eighth and
ninth grade students with underdeveloped reading and mathematics
tkills. The students were largely Mexican American and were from
predominantly disadvantaged economic backgrounds. The program,
designated R-3, was ‘concerned with student reazdiness, subject
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relevance, and learning reinforcement. It consisted of a spec-
jal curriculum which interrelated math, reading, and technologi-
cal skills; a series of field trips; and an inservice training
program for the prcject staff. Sources to contact for additional
information conclude the document. '

31. Gordon, Ira J. Early Stimulation Through Parent Children. Final "~
Report. Gainesville: University of Florida, Institute for the
Development of -Human Resources, 1969.. 232p. &£Dh -033 912

A project investigated a way in which early intervention into the
lives of babies might break the poverty cycle. Major objectives
_.were to find out whether the use of disadvantaged paraprofessional .
women as Parent Educators of indigent mothers of infants and young
children enhanced the development of .the children and increased
the mother's competence and sense of self-worth. -~ Parent Educa- — -
tors each assigned to a graduate student .supervisor, received five
weeks of intensive preservice training and one day of inservice
training weekly. The major treatment variable was instruction
‘of the mother by the Parent Educator in stimulation e@€xé€rcises once
a week, in the home, on a regular basis. (Exercises consisted of
"a systematic series of perceptual-motor-auditory-tactile-kinesthetd
inputs based upon a review of the theory and research on cognitive
and affective development in the. earliest years.) At the end-of
the first year, children whose mothers had been involved in the
project were superior to _control children on both the Griffiths
Mental Development Scales and on the series material designed as
. teaching materials..for the .project. At the end of the second year
— . . .chiidren-whose mothers had been “in the-project from the beginning
- or whose mothers entered the program when their child was one year
of‘ageuwe;e supepio;1pn”thq‘sgpie§ material to vontrol children.
" Theée second .objective was partially.achieved. . (Implications-are
discussed.) . S - : - .-

32. U.S. OIfice of Education, Washington, D.C. Division of Compen-—. .
- satory Education. Project Concern, Hartford, Connecticut.
One of a Series of Successful Compensatory Education Programs.
1969. 20p. ED 027 365

Project Concern in Hartford bused approximateIY“ZBOfinner—hity
children to suburban elementary schools. The project was designed
to'evaluate—experimentally the effects of (1) placement in a sub-
... .urban school with or--without remedial_supportive-assistance and
... 2) placement .in an.inner-city..sechool with -er-without eompensatory
services. Criterjon variables used to evaluate . the treatment were
mental ability, academic achievement, personal-sotial development,

Q
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and creativity. Findings of a 1968 evaluation suggested that

the bused experimental children in suburban classes in grades

K-3 had a significantly greater tendency to show growth 1in

mental ability than the control children remaining in inner-city
classrooms. In grades four and five, however, the controls
showed better achievement than the experimentals. The effects

of supportive assistance were mixed. It was felt that the place-
ment of two or three children in a suburban classroom had no
measurable negative effect on the academic achievement of the
suburban children. A description of the program includes inform-
ation on staff, methodology, and-costs. - S

33. U.S. Office of Education, Washington, D.C. Division of Compen-
satory Education. College Bround Program, New York City.
One of a Series of Successful Compensatory Education Programs.
1969. . 13p. ED 027 367 - : '

From 2,000 to 3,000 ninth- and tenth-grade students in New.York
City, mostly black and Puerto Rican, were selected for an intens-
ive ediucational program (small classes, double sessions of Eng-
lish, group and individual counseling, and cultural enrichment)
with the hope that they would remain in the program throughout
" high school and then pursue higher education. Local colleges
and universities had agreed to admit -successful program gradu~
ates and provide them with financial aid. The studentsj; selected—
_for their sgood attendance .and conduct, were unlikely. to enter a .
- _college preparatory program.in high"School.m“AbouL~one%ha;F:yg;em -
' between grade level and two years retarded in reading and arith-
"metic. . Over the 1967 six—week summer session which-preceded the ~
program during the school year students showed an average gain
of ‘three months to a ¥year 'in four tests of reading and arithmetic.
A description of the program contains information on staff, metho-
dology, and costs.: - : : : : -

34. Klaus, Rupert A.; and Gray, Susan. The Early Training Project
for Disadvantaged Children: A Report After Five Years. Mono-
graphs of the Society for Research in Child Development, Vol.
33. No.4, 1968. 7lp. .= '

The Early Training Project attewpted "to develop an intervention
'package,' consisting of manipulations of those variables .which, -
from research. on social class, cognitive development, and moti-
v -e— . -—xation, -seemed most likely tc be influential im later school. per-
formance." The population under study consisted of atotal of
61 children.in-four different groups. Group I attended a ten- ~~
week summer preschool for four hours. per day, five days -per -week,
.- for three -summers. The preschool program emphasized verbal 'inter-
action, individual instructipn, immediate reinforcement, coancept
formation, preceptual skills persistance, and delay-gratificatiorn.
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In addition, these children had weekly home visits for three
school years. Group II had two summers of special experiences
plus two school years of home visits. Home ~isits were made

by Negro females who were certified teachers and focused on
keeping parents informed and encouraging them to react well to
children. Group III was the local control group, and Group IV
was a control group sixty miles away. At their first testing,
children were three years and six months to four years and five
months; at final testing ages were from 7.7 years to 8.6 years.
Measurement instruments included the Binet, WISC, ITPA, Metro-
politan, and Gates Reading Readiness Tests, nonstandardized tests
of motivational changes, and interviews with mothers. - Results. -
showedthat the experimentals scored significantly higher on the
Binet and WISC and on the ITPA (1n two out of three years);
experimentals .scored better, though not significantly on the
PPVT and on reading achiévement. On tests of reflectiveness
versus 1mpu131veness, the experimentals scored as significantly
more reflective than the controls, but no meaningful differences
were found between experimentals and controls.on tests of self-
concept of ability to delay gratification.

Stodolsky, -Susan S: Ancona Montessori Research Project for Cul-
turally Disadvantaged Children, September 1,7 1968 to August 31,
1969. Final Report. Chicago: Ancona Montessori School, 1969.
83p. ED 044 166 ' : : e

This paper, pérf'of a long term'stﬁdy,-répérts the effect-of a - -----

modified Montessori preschool experlence on cognitive develop-
ment, school-related behaviors, and social interactions: and per-
ceptions of ‘disadvantaged children. ‘Each of thirty-five disad-
vantaged Negro children (31 in nursery classes and four in elemen-
tary classes) was pair-matched with a middle class child. In the
disadvantaged group, seventeen children were attending nursery
classes for the first time. Pre- and posttests were made of cog-
nitive ability .on the Stanford-Binet, Piaget tests of length con-
servation, and sociometric features. Also, children were rated

by testers on.performance . and teachers rated classroom behaviors.
Data from previous years on some of the children were used in
referencé to long term change. Part I (nursery school) test
results show that neither first nor second-year children signifi-
cantly 1ncreased their I.Q. scores. Both disadvantaged and middle
class children scored similarly on task orientation.- Middle class
children showed more friendship.choices forming across social-class
lines. -Part II . (elementary school) results-present limited sup-
port for the- theory  that children-who ‘continue inMontessori, °
rather. than publicy .school will show better school achievement.
Data included school records. of more than thirty children. A
future_.study will investigate diffusion effects on mothers and

younger siblings, and testing with measures more directly relevant

to Montessori curriculum.,

!
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Cohen, Harold L. CASE Project: Contingencies Applicable for
Special Education; A Brief Progress Report. 1965. 51p.
ED 013 271 -

A project which developed a '"designed educational environmernt"
to improve the academic achievement of delinquent adolescent
boys is described. Based on the behavior theory of learning,
the project offered sixteen institutionalized boys voluntary,
daily programed or semi-programed academic courses. Curricu-
lums were created for each student on the basis of his score on
a pretest-To receive the extrinsic reinforcements (goods or
social reinforcers), which were available only through points
earned by academic successs each student was required to achieve -
a ninety percent correct grade on an instructional unit. These
points were convertible into merchandise, ‘admission to the ~
lounge, and private student offices. ©Each .student's .educational
behavior was continually measured to evaluate the efficacy of
the program's procedures and to indicate to the student his own
progress. It . is felt that from this-information learning can

be translated into the discrete behaviors which constitute it,
and procedures can be developed to elicit a certain behavior to
increase the likelihood that other similar behaviors will occur

and that learning in general will be maintained... ..One_section. ... -

discusses a training course which was developed for the staff
and another contains comparative data and information on the
students' educational and leisure behaviors. C "

Schnelle, Barbara; and. others. Early Childhood Education Program
and Its Components: Psychological Evaluation, Sensorimotor '
Skills Program, New Visions—--a Children's Museum. Dayton,

"Ohio: Public Schools, Division of Research, 196%.. 113p.

The objectives of the Early Childhood Education program’ for’
disadvantaged three, -four, and five year olds were to improve
perceptual, -metivational, and social~-skills and ‘to help parents
establish a home environment supportive of -positive development
for the entire family. Each class operated from half ddys per
week (the fifth being devoted to imservice education and parent
conferences) and had twenty children, one teacher, one assistant
plus use. of consultants and social-workers. <Classrooms provided

:work and play centers wherein the .child had an.opportunity to .

use materials. creatively and with increasing skill, to develop
physical and motor skills,-to engage in imaginative play, to talk’
and work freely, to explore, .experiment and discover. The parent
program included meetings, workshops, visiting classes, and accon-
panying children on trips.  The first part of the Psychological
Evaluation study involved 88 four year olds attending the ECE
program. -Each child was administered seven different tasks or
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criterion instruments-- eg., PPVT, Draw—-A-Man Test, ITPA,
Visual-Motor Integration. Pre- and posttests were given

to all children; no control group was available. Results
showed that neither race, sex, nor age operated in any pre-
dictably consistent way to produce significant changes on -

any of the tasks. General growth was se~a on all the meas-
ures and the largest and most consistent gains occured in
language related areas. The second part of the Psychologi-

cal Evaluation involved Kindergarten children with and with-
out previous ECE program experience. Instruments used were

the Kuhlmani-Anderson Test and the Metropolitan Readiness
Tests. Children with ECE program experience scored signif-
icantly higher on the Kuhlmann pretest than children with no
experience, but losc: this significant superiority by the end

of the kindergarten year. Almost twice as many children who
had been in the -ECE, as compared with those who had not, =~ = 7
attained scores which categorized them as likely to_succeed

in first grade. The Sensorimotor Skills program 1ntroduced
preplanned daily experiences into the regular classroomn.
Activities were planned which followed a developmental seq-
uence in each of these areas: body image, balance, basic-body
movement, eye—hand codordination, large and fine imuscle activ-
ities, form perception, and rhytbm. A longitudinal "study of"
the effects.-of sensorimotor training on four-year-olds begun’ . T
“in 1967, 1Initial results showed that prekindergarten train-
ing maintained a significant effect at the end of kindergarten.
New Visions is an art museum designed to provide learning exper-
iences for prekindergarten and kindergarten children.

3. Westinghouse Learning Corp., New York: Ohio University, Athens.
The Impact of Head Start: An Evaluation of the Effects...

on Chiliren's Cognitive and Affective Development'. (Execu~
tive Summary). 1969. 12p. "ED 036 321

The Westinghouse Learning Corporatlon and Ohlo Uhiﬁersity car-—
ried out a study on the impact of Head Start for the Office of
Economic Opportunity. The main inquiry of the study concerned -
the difference between Head Start first, second, and third gra-
ders and non-Head Start first, second, an/. third gradersiu
inteéllectu.l and cocial-personal developmet. Data were col-
lected from tests, interviews, -and questionnaires of students,
- parents, -and teachers ftrom 104 Head Start centers across the
country, and control areas.. The major conclusions drawn from
these data were: (1) Svumer programs are ineffective in produc-
ing lasting: gains in affective and cognitive development, (2) full-
year programs are ineffective in aiding affective development and
only marginally effective in producing lasting cognitive gains,
'(3) all Head Start chlldren are sti1ll considerably below national




norms on tests of languaize development and scholastic achieve-
ment, while school readiness at grade one approcaches the national
norm, and (4) parents of Head Start children voiced strong appro-
val of the program. Thus, while full-year Head Start is some-
what superior to summer Head Start, neither could be described

as satisfactory. Further research aimed at the development of

an effective preschool program is recommended.

Fox, David J.; and Schwarz, Peggy M. Effective Interaction ..
Between Older and Younger Pupils in an Elementary School
"Peace Corps" Project. New York: City University of New
York, City College, 1967. ED 015 223

This report is an evaluation of a program which paired students
from two "slow" second-grade classes in a Harlem elementary
school with students.in two high.achievement fifth-grade classes..
These pupils lunched together weekly and played together after-
ward. Once a week they met for directed classroom activities.
Also they went on school trips together, attended one another's

.school -assemblies, and-were encouraged to exchange greeting -cards--- - -

and other .tokens of friendship. It was hypothesized that the
second-graders, having'their‘heéd”to‘ideﬁfify“with'&‘Sucéégsfhl“'
model fulfilled, would show ah ificréase in motivation, achieve-
ment, personal and social adjustment, and positive school behav-
ijor and related attitudes T  Evaluation proceeded on the basis of
teachers' ratings, individual interviews, schocl atterdance, and
standardized tests. Two control groups were estcablished from

the second—- and fifth—grade classes. The results of the study -
_showed that-the second-graders improved in school-attendance--and -
reading achievement.- However, data relevant to social and per-
sonal adjustment were not consistently supportive. Moreover,
although the June 1966 teachers' ratings and the individual inter-
views - indicated that the pupils had generally -improved since
September, the January 1967 teachers' ratings of the pupils

(then in third grade) were negative, especially in relation to
peer group and classroom participation. Possinly the somewhat
tutorial relationship between -the older and younger children
inhibited the younger children's ability to participate in peer-
group situations. Further controlled testing in this area is
needed. Appendixes include a research paper which discusses’

the program in terms of the participating fifth-graders, and

other relevant data.

Wessman, Alden E. Evaluation éf Projectuéﬁcl(Atﬁéttéf'Chancé):
An Evaluation of Dartmouth College ~- Independent SCTHOOIS
Scholarship Program for Disadvantaged High School bStudents.

Final Report. Hanover, N.H.: Lartmouth College, 1969~ 3%7p.
ED 031 549

Exemplary study. See Section III A.
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41. Froelich, Martha; and others. “success for Disadvantaged
Youth," The Recading Teacher, 21(1):24-33, October 1967.

ihe salient characteristics of a beginning reading progr

in a Harlem (New York City) elementary school are discus
Indfvidual pacing cof i struction, oral ianguage development,

the encourcgenent of Irdependent study skills, personal irvolve-
ment of each child, and frequent student evaluation are intrin-
gic to the functioring of the program. Initial reading activ-
itics involve the us. oi work charts which record daily class
activities and of children's "experience stories” which the
teacher copies on the blackboard and rexographs. Each child

is given books and worksheets appropriate to his reading level
and is hel'd 1csponsible for vecording his own progress. Silen"®
reading, essential to the progran's inaividual pacing technique,
is encouraged.To insure their invoivement, parents are asked to
sign the child's readirg homework flip daily. The students’
progress is formally evaluated by teacher ratings and progress
records, graded wvord list tests, and standardiczed tests. Accor-
ding to the reported test results, the program has consistently
improved the reading ability of participating students. Tabu-
lar data on achievemant test results are given.

A2, Israel, Benjamin. Responsiv> Environment Program, Brooklyn,

Mew York. Report of the First Ycar of Operation. New York:
Board of Educatiom, 1968. 199p. ED 027 7 2

Under the auspices of the Mew York Board of Education and funded
turough the vffice of Economic Opportunity, twenty Edison Respons-
ive Envirounment (ERE) machines ("Talking Typevriters”) wvere
acquired, and a rescarch and demonstration project for disadvan-
taged students of a wmajor metropolitan area vas developed. A
total of 238 primary and secondary school children attended the
REP center daily for a nin2-month period, and s group of func-
tionally 1lliterate adults completed an evening program on a
voluntary basis. Multivariate analyses of pre- and post-program
achievement mecasures indicated striking but inconsistent recults.
Significant differences on an elphabet recognition test for pre-
school and kindergarten children and three verbal «bility tests
for first graders favored REP participants in comparison with
contro)l groups., However, no significant differences on the three
verbal ability tests vere obtained at the socond-grade level.
Secaondary school pa:ticipants evidenced greater reading compre-
hension gaius than c~ntrol estudents, vwith no differencos discern-
tble on a word knovledge measure. The demonstrated efficacy of
the program sn vorbal asbilicy grovwth and the motivational improve~

ments observed were considered validation of responsive environ~-
mont concepts.
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Israel, Benjamin; and Litwin, Zelda. Responsive Environment
Program, September 1968-June 1965. New York: Board of Edu-
cation, 1969. 83p. ED 035 087

This progress report covers a six-month period in the second
year of an experimental research project to test the utility

of the Edison Responsive Environment Talking Typewriter 2 a
major tool for teaching both injitial and remedial readi- s o
educationally disadvantaged youth. Cc¢nducted in six sclh °ls

in Brooklyn, New York, the study included experimental and
control groups at four age levels: kindergarten (82 pupils),
first grade (388 pupils), eighth grade (31 pupils), and ninth
grade (21 pupils). Statistical analyses of tle study's data
are explained for each age level. 1In almnst every instarce

the study showed greater reading achievement by the exporimea-
tal groups using the Talking Typewriter. The report recommends
further development of the Talking Typewriter progra™, Stresses
the need for teacher training in the technique, gives job des-
criptions of the project's primary personnel, and concludes

with material illustrating the program's format and instructional
tools.

43. Ball, Samuel; and Bogatz, Ge-ry Ann. The First Year of Sesame
Street: An “valuation. A “cport to the Children's Television
Workshop. Princeton, New Jerscy: Educational Testing Service, 1370.
373+ pages.

The ohjective of this study vas to assess the impact on th.ce-

to five-year-old children of the Children's Television Workshop's
naticnal educational TV program, Sesame Strecot. The evaluation
vas also dirccted toward discovering which groups of children

scem to benefit from viewing the shov, wvhat characterlzes “hose
vho learn a great deal, how children react to various techniquen
used in the show, and v ether their reactions are rcrlater

their learning. Two settings were studied: the -nild J. h own
home and the child in-a preschool clussroom. .h~ .cpulatios con-
sisted of disadvantaged children in inner-city a- as, advantag.d
cuburban children, advantaged and disadvantaged rural chiidren,
and disadvantaged Sparnish-speaking childven. Sites weve: Boston,
Durham, Phoenix, suburban Philadelphia, and northeastern Cali-
fornia. The majority were in the Kortheast. N 2surement 1natiu-
ments used vere tests of body parts, letters, forms, numbers,
classification, sorting;: parent questionnaires; observatiouns;
toeacher questionnaires. Findings included:(1l) Disadvantaged chil-
dren vatched Sesame St cet less than advantaged children; (2) amount
of vieuving affected g1ine on grand total scores; (3) as amount of
vlovtwp increased, gains intreased.
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44. Harrford City Board of Education, Conn. SADC Project 1:
Research Evaluaticn, 1968-1969: Focus on Action. 1969.
140p. ED 033 3997

The report is ar evaluation of those compensalory education
programs established in Hartford by the State Act for Disad-
vantaged Children (SADC). The measured effects of compensa-
tory education in Hartford and the extension of a modified
Higher Horizons program to all poverty area schools are the
topics of two introductory essays. The Hartford program has
tve interrelated segments, including guidance, school social
work, psychological testing, speech and hearing, and health
services. Each is reported in detail. The Higher Horizonms
100 program, the Expanded Reading program, business services,
a project to teach English as a second language, and the ser-
vices of coordinators of instructional imrrovement are all
associated projects reported in detail. Statistical data are

given for Project Concern, a busing program, and Project Read
in the appendix.

45. Colcrado State College, Greeley, School of Education. New
Nursery School Research Project, October 1, 1968 to Sep-

tember 30, 1969. Annual Progress Report. 1969. 159p.
ED 036 320

This report describes the primary and secondary objectives of
the nursery school project and the methods and procedures used
in the program. Demographic information is supplied for the
30 three- and four-year-olds who were enrolled. The schedule
and tentative lesson plans emphasize free choice activities,
group time, and outdoor play. Planning and implementation

of the program are considered. A section on the development
of curriculum materials gives specific suggestions- for learn-
ing activities during snack and lunch time and methods for
learning concepts such as "round,”" understanding opposites like
fast and slow, using conjunctions, and playing with alphabet
blocks or picture lotto games. To earich the children's home
environments, a mobile instructional library is used for home
visits. The school functions as a demonstration center, and
methods of observation and availaole irformation materlals are
explained. A resume of the testing and data collection des-
cribes in detail the use of pre- and posttests, rating scales,
observations, and inventories. A list of all personnel in the
nursery schdol concludes the report.
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Colorado State College, Greeley. A Supplementary Report on
Evaluation of the New Nursery Program at Colorado State
College. 1968. 42p. ED 039 919

This report, an expansion on "The Interim Report: Research of
the New Nursery School," is presented in three sections. The
first section examines the test results of 29 children enrolled
in the New Nursery Schosl (NNS, for academically handicapped,
low income Mexican-Americans) and the REN school (similar to

the NNS but for children whose parents can afford tuition).

The tests included the Peabody, the Caldwell, the "c" Test,

and the Categories Test. -Though the tests have a very limited
value for evaluating the effectiveness of the program at this
time, the results seem to indicate the NNS is affecting chil-
dren's vehavior in a desired direction. Section two, a fnllow-
up study of children who previously attended the schools, used
standard tests, such as the Stanford-Binet, and teacher ratings.
The tests tend to show that old NNS students are performing at
least satisfactorily in their grade. The teacher ratings, how-
ever, correlate poorly with aore objective measures and lead to .
the unfortunate conclusion that teachers are still prejudging
children as poor-learning stereotypes. The final section reports
on the usefulness of the "typing booth," a facility at the NKS.

e- 46. Atkinson, Richard C.; and Suppes, Patrick. An Automated Primary- —
Gradc Reading and Arithmetic Curriculum for Culturally Deprived - -
Children. Final Report. Palo Alto, California: Stanford Uni-
versity, 1968. 21lp. ED 023 773

This project's main objective in developing and implementing a
computer-assisted instruction laboratory program in mathematics
and initial reading was to individualize instruction so that each
child could progress at his own pace through a subset of materials
best suited to his aptitudes and abilities. This theory of inatruc-
tion attempts to optimize the learning situation by manipulating
such variables as the content, nature, and seyquence of presenta-
tion. Minority-group students (spproxinately eighty percent Negro)
received various combinations of the instruction from 1966 to 1968.
During 1965-66 members of the project staff prepared parents and
teachers for the technological innovation. The problems in put-
ting the system ianto operation and the methods by which the stu-
dents were introduced to the laboratory and its materials are des-
cribed. It is felt that although much data remain to be analyzed,
the findings of this project can gserve as a basis of a theory of
individualized instruction which would span the civersity and

skills found in learning elementary school subjects.
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DiLorenzo, Louis T. Prekindergarten Programs for Educationally
Disadvantaged Children. Final Report. Albany: New York
State Education Department, Office of Research and Evaluation,
1969. 267p. ED 038 460

This report presents the results of a study from July 1965 to
July 1969 on the effects of yezar-long prekindergarten programs
for disadvantaged children involving eight school districts in
Rew York State and approximately 1,800 children. The study
focused on factors which the schools considered important and
major objectives of their programs. These were intelligence,
language, self-concept, and physical development. The study

was a true experimental design with two replicatiouns. The basic
d:ota were collected by jndividualized tests and measurements
(pretest and posttest) for the prekindergarten year for three
waves of children. Posttesting was completed in the follow-up
years. Reports and-ratings by teams of observers, as. well as
teachers and program directors, were made in each of the three
years. Each child's parent was interviewed. The cognitive pro-
grams were able to close Ssome of the-gap between disadvantaged
and nondisadvantaged children. . However, the difference _that
remained exceeded the difference overcome. Further, the results
were achieved only by the cognitive-oriented programs, and not
by the nursery-oriented or early childhood-oriented programs.

Mandell, Wallace; and others. Disadvantaged Youth Approaching
the World of Work: A Study of NYC Enrollees in New York City.

Final Report. Staten Island, New York: Wakoff Resesrch Center,
1969. 234p.

The central question of tiis research pertained to the degree to
which Neighborhood Youth Corps (NYC) enrollees, NYC personrel,

and potential employers shared a common frame of reference, and
held similar views regarding the transactions involved in enter-
ing the world of work. This was studied by an examination of the
work related perceptions of NYC enrollees, their work experience
supervisors, and employers. The negotiating process itself during
employment interviews was studied. Data on this bargaining .ses-
sion were gathered to include five major components. Results of
the study presented a picture of ycut?d frightened by the prospects
of entering the world of work. They viewed the world of work as
extremely demanding, and saw themselves as essentially unprepared
for these demands. Employers and supervisors took the positicn
that, although young people are unprepared, little preparation

is needed. The NYC enrollees believed preparation is needed.
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McNamara, Robert J. Characteristiés of Neighborhood Youth Corps
in School Projects: An Analysis for the Year 1966-67. Chicago:
The University of Chicago, 1967. 126p. ED 025 579

This study of the Neighborhood Youth Corps (NYC) was prepared

for the national office describing the in-school programs funded
and in operation for the 1967-68 academic year. It was based

on responses from 1257 project of ficials representing an enroll-
ment of 102,468 youths. There were 490 urban projects, 703 rural
prcjects, and 64 "mixed projects.”" General project characteris-
tics for the country as a whole, as well as fer each region, were
analyzed in terms of population type, program size, varieties of
employment stations. and enrollees' descriptions. It was found
+hat most differcnces among projects existed, not because of
_regional locatiow, but rather due to size and type. In general,
large urban programs assigned participants mor= affectively to-
"white collar"” jobs, provided more direct and frequent super-
vision between staff members and enrollees, and offered funding
for a variety of activities. However, 72 percent -6f all -spounsors -
reported that there were more students eligible for the Neighbor-
hood Youth Corps than their budgets allowed. The most important
success factor in the program, according to 86 percent of the
respondents, was the simple placement of a youth in a job for
which he rece’ved wages. Job satisfaction and counseling also
contributed to the enrollee's sense of achievement.

. McNamara, Robert J. The Neighborhood Youth Corps' In-School Enrol-
lee, 1966-67: An Evaluative Report. Part 1. Chicago: The Uni-
versity of Chicago, 1967. 178p. ED 025 577

This analysis of the Neighborhood Youth Corps (NYC) In-School
Enrollee was based on a probability sampling of all the nation's
youths enrolled ir the program. 3,618 were studied. A compara-
tive group of 1,143 similar line poverty youngsters in the same
schools, but not in the Neighborhood Youth Corps, were 4lso anal-
yzed in areas where parallelisms occurred. Two-thirds of the
enrollees listed retention in school until graduation as the main
purpose of the Neighborhood Youth Corps. Most spent their wages
on items of s8¢ .ool needs and social respect. A fundamertal fac-
tor in the Jevelopment of good work attitudes and self-este:m was
the enrollee's feceling of job satisfaction. This depended on wage
satisfaction, satisfaction with the "bogs," and satisfaction with
the work itself. Attitudes were positive on the last two; the
firvet evonked large scale c¢riticism. White collar jobe were most
popular with no discriwmination among Negroes and whites in these
placenents. The fz:t that one-third of the enrollees were working
in unskilled catepories represcnts a problem for the Neighhoraood
Youth Corps. 1In general, Neighborhood Youth Corps participants
recaived litt.e more counseling than the comparctive Broup. Pro-
ject directors recognize the need for greater effort in this area.
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McNamara, Robert J. The Neighborhood Youth Corps' In-School
Enrollee, 1966-67: An Evaluative Report. Part TII1. Chicago:
The University of Chicago, 1968. 193p. ED 025 578

Factors such as jobs, counseling, family backgrounds and rela-
tionships, adult associations, school personnel irnfluence, and
general poverty characteristics were analyzed within the Neigh-
borhood Youth Corps (NYC) and comparative groups of youths.

Focus was placed on how these elements influenced their adjust-
ment to self and school. Although 84 percent of both groups
indicated graduation as their goal, the Neighborhood Youth Corps
enrollees showed better attendance and greater responsiveness

to counseling. However, there was little disparity in their
study habits and subject interest. Also, in the area of general
orientation towards school, there was no strong statistical
difference between Neighborhood Youth Corps members and their
fellow students. Similarly, the occupational goals of both groups
were virtually identical. Despite care: 'l reservations, however,
the overall conclusion of the authors was that the Neighborhood
Youth Corps appears to be improving the lot and attitudes of ouar
nation’s impoverished youth as they gc through high school. This
is because of the in-built features of the program: work exper-

ience, direct contact with supervisors, increased self-respect,
and alleviation of poverty.

Harris, Florence R. Field Studies of Social Reinforcement in

Field Studies ol oOcla’ Mt -~ ———
a Preschool. Durham, North Carolina: Education Improvement
Program, 1967. 19p.

In an attempt to modify or sul'stantially reduce undesirable behav-
jor in nursery school children, a teaching technique was intro-
duced wherein the teacher would attend to the child only when the
child was manifesting acceptable behavior and would ignore the
child when he was manifesting undesirable behavior. It would

then be possible to determine the effect on children's behavior

of teacher attention representing positive reinforcement. When
the particular child consistently manifested the desired behavior
the teacher technique of attending to the acceptable behavior of
children and ignoring undesired behavior was reversed. If the
child then reverted to the undesirable behavicr, the teacher
recestablished the desired behavior. These manipulations demon-
strated the validity of the independent variable teacher atten-
tion as a significant influence upon ckild behavior. Five case
studies of nursery school children with particular behavior prob-
lems indicated that the teacher technique successfully altered the
undesired behavior, which included crying spells, isvlate play,
and excessive passivity. In_eacth case, by ignoring the undesired
behavior and reinforcing the desired behavior, the latter benavior
changed from subordinate to dominant. 1t must be understood, how-

ever, that to achieve success with this technique, the attention
of the teacher must be positively reinforcing to the child.
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Painter, Genevieve. The Effect of a Structural Tutorial Program on
the Cognitive and Language Development of Culturally Disadvantaged
Infants. Urbana: University -of Illincis, 1967. 29p. ED 026 110

Based on the belief that structured preschool activities aid in the
development of disadvantaged children, this study attempted (1) to
evolve a tutorial program to accelerate spontaneous develcpment in
disadvantaged children and prevent cognitive and language deficits,
and (2) to assess growth of the infant's cognitive and language devel-
opment after one year of individual tutoring. Ten children (male and
female, Negro and Caucasian, eight to twenty-four months old) received
intellectual stimulation for one hour a day, five days a week, for omne
year. A matched control group received no stimulation. Pretests and
posttests were administered. The training program emphasized language
development, symbolic representation, and concept formation. The
results showed that sample values of the experimental group were super—
ior to those of the control group in twenty-five of twenty-six variables
tested, eight being significant at the .05 level. IQ scores of the
experimental group were greater than those of the control group, and
the difference was significant at the .05 level. Sample values of the
experimental group exceeded those of the control group on fourteen of
fifteen language subtests, two being significant at the .05 level.

On tests administered to assess congeptual development, the experi-
mental group was consistently superior to the control group. Followup
studies should be done to determine long term effectiveness c¢f the
program. References and tabulated data are included.
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51, Henderson, Ronald W.; and others. Positive Effects of a Bi-
cultural Preschool Program on the Intellectual Performance
of Mexican-American Children. Tucson: University of Arizona,
College of Education; National Laboratory on Early Childhood

Education, Research and Development Center, 1969. 10p.
ED 028 827 i

In a study of the effects of mixing childr:n of different back-
grounds, eighteen disadvantaged Mexican-American children were
integrated into classes with thirty-six advantaged Anglo peers

to see if the intellectual performance of the Mexican-Americans
would be .favorably affected. Comparisons were also made between
eighteen children of the same ethnic group who were in Head-Start- -
and another group of eighteen children who were not in a preschool
program. All children were pr cested and posttested on-the Wechs- - .
ler.  Pre-Primary Scale of Inteliigence. As expected,-children in

the experimental integrated group made greaver gains than children.
either in no program or in Head Start; however, Head Start subjects
did not make greater gains thanm the children in no preschool pro-
gram. On the basis of this study, it seems possible.that,impnoved
intellectuzal performance would be maintained if children were active
for a longer period of time in an environment supportive of ‘newly
acquired skitls.. Too oftem "tracking" or "ability grouping"” results,
in effect, in a segregated school environment. Further - investiga-

tion is needed to obtain morz specific data on the role of imita-
tion in classroom settings.

52, Sibley, Sally A.; and others. Modification of the Classroom Behav-
jor of a "Disadvantaged" Kindergarten Boy by Social Reinforce-
ment and 1Isolation. Durham, North Carolina: Education Improve-
ment Program, 1967. 58p. '

Reinforcement techniques have been employed in various environ-
ments to modify in some manner the behavior of numans, The class-
room 1s only one of several situations in which these principles
and techniques have proven useful. The goal of the present invest-
igation was to eliminate the disruptive, resistant, and ascaultive
behaviors and increase the appropriate peer interaction of an
economically disadvantaged kindergarten white boy. The treatment
program involved presentation of adult (teacher) attention contin-
gent upon "desirable" classroom behavior, withholding of attention
contingent upon "inappropriate" behavior, and social isolation con-
tingent upon “unacceptable"” behavior. The subject's behavior was
classified according to the Ccpling Aralysis Schedule for Educational
Settings (Spaulding, 1966) and the teacher's interactions with the
subject were categorized according to their content. The subject's
behavior and the teacher's interactions with him were recorded
simultaneously on an event recorder by an observer who had attained
hkigh reliability. The baseline data supported the teacher's con-
tention that the subject was a behavioral problem, particularly
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jn a strictly structured situation. The program was carried
out daily in the activities of freeplay, discussion, and rest.
Some progress was made under the original program, but his
inappropriate and unacceptable behaviors were further decreased
when thev were punished (isolation) rather than ignored. A
reversal of the treatment program (i.e., decreased positive
and neutral interactions contingent upon desirable behavior and
increased negative-interactionswcontingentnupon-inappropriate -
and unacceptable behaviors) was introduced to demonstrate that
the teacher's interactions were indeed the controlling variables.
After the successful reversal, the treatment was reinstated with
favorable results.- Although-this description is accurate of the
_overall treatment and its effects in .general, there were differ-
ences in the program and in its effects in the various activities.
The study was concluded when the subject's -data indicated -that. . . -
.his behavior was no -longer a major- problem in-the -classroom.
o _Time.checks were made several-weeks after the. termination_of
the official study which indicated that the teacher was main-
taining the treatment as an integral part of the child'senviron--
ment and that he was still responding favorably. - The major-con-
tribution of this study would seem to be the successful applica-
tion of reinforcement techniques to all of the behavior emitted
by a child in the classroom. This study does not attempt to
demonstrate--the-basie- Taws of reinforcement -which no -longer
require proof, but rather extends their use to a more practical
and comprehensive program within a classroom. A secondary contri-
-bution may be the application of- these learning techniques to a - 7~
member of ‘the "culturally deprived" or "disadvantaged" popula-
tion which is receiving so much attention .recently.. -

53. Nedler, Shari. Early Education for Spanish-Speaking Mexican-—
‘American Children: A Comparison of Three Interventive Strate-
- gies. Paper presented_at_thenAnnual,Meeting”of the American
Educational Research Association, Minneapolis, Minn., March 1970.

Three groups.of six*een three-year—-olds were involved in a nine .
month program. Group I was enrolled " in a daily three hour bilin-
gual preschool whose sequential curriculum was developed by the
SEDL. _Group II children had no.program, but their parents met
regularly with staff members who provided them with information
_on health, nutrition, -and early childhood education. Group III
children attended a ten hour per day day care center. The goals

of the Group I program were strengthening the child's conception

of sel\f as a worthy individual, ‘developing his -sensory-perceptual,
language, and problem-solving skills. The goal for Group II was

to raise the intellectual performance of the child through planned
parental instruction. The goal of the day care center was to Pro—-
vide an enwironment where eéach child could develop at his own rate;
here the use of Spanish was permissable but not emphasized. Pre=
and posttesting (nine months later) was done omn the nonverbal Leiter
International Performance Scale and the Peabody Picture Vocabulary
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This study compared the coucept and lenguage developmamt of 23
tive year old children vio had nttended the Ceater for & mean
of 43 monthe with & matched comtvol growp of 23 children, 19 of
when hed attendod & summer Wesad Start program oculy ead four who
hed oo pros kool vhatsesver. The Center program wae s full day
ono ond enphacised cognitive and lisgeistic development. Evaluative
tastrunents insluded the Bimet, Preschool lmveatory, PPVY, and
ITPA. Oasults showved: (1) ths experimentsls scoved significantly
bigher on the Bilaet tham did Lhe comtrols, (2) the experimentals
hed a statistically significemt higher mean soore om the Preschool
1 (3) the experimsatals scored significaatly higher on
the PPVY; (4) the emperimsnials had & statistically significant
higher moan soore om the ITPA.
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Wonig, Alice B.: and 82111, Fhella. A Compatetive Anal-sis of

the Fiagetlan Developmeat of Twel- e Noath 01d Disadvsntaged
Infaate 1n an Ertichnent Centet Uith Othets Xt 10 $uch & Center.
Papec presented at Lthe Acnual Neeticg of the Amcrican Psycho-
loglcel Assoclation, Niam!, fla., Yeptesber 1970. 28p.

The progras ia which these tafenrs were placed was bssed o0 &
Piagetion model eaphasiziar changiaog the cogaitive pECc s anPs
ava.lable to the child, speediag wp tre scquisition of these
p-rcesses, and helping to generalize these structures to aew

sets of stisuli. BEach teacher was assignel to four fafaats "for
vhose care. loviag, anad lessons she 1o respousidle.” Teachers
were trained in Plaget's theories and thelr spplications. Teach-
ers were encoutaged (o use their fagenuity in fianding and creatiag
responsive toys and in wmodifyiang & task presemtstion to fic imdiv-
tdual baby's performance levels. Lan,uage skills were enphasized
through speaking, reading, and singin;. At twelve months, thirty-
tvo black tnfants (nixteen experimentals amd sixteen coatrols)
were tested with the Cattell lufaant Intelligence Scale, the ERarly
Language Assessment Scasle, and the Plagetian Ilnfasncy Scales.
Experimental infacts had by then attended the program for & mean
of 84 days: the control group had received no intervention at all.
Bssults shoved: (1) the cxperimental infante scoring significantly
higher on a wesn total of their scores on the Piageotian Infancy
Scales, (2) controls scorimg slightly higher on the Cattell than
the experimentals. The authors suggest that the aavances made

by the experimental iafsats om the Piaget Object Perforaance

Scale 8nd the Means-fads Scale "offers encouragement to explic~

itly planned enrichment eZforts, based on s Plagezian cognitive-
developmental model...."

Dusewicz, Russell A.; and Riggins, Martin J. Toward an Effective -
Educational Program for Disadvantaged Infants. Paper presen-ed
at the Annual Meeting of the American Educational Research
Association, Wew York, February 1971. 10p. ED 047 045

This study attempted to determine 1if significant and lasting cog-
nitive gains ceuld be achievad by focusing preschool efforts spon
children younger than those now being serviced by traditional pro-
grams~-childrean under three years of agv. Thirty-six dissdvan-

taged children, 19-28 months of age, vere randomly assigned to two
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gtoupst o Home Croup receliving 70 minuces ¢f tutoring in the
hooe weekly, and a Center GCroup attending & four hout per day
centrally located cogpitive enrichnent progran, After 125 pro-
gcten days. analyses of covariance of post-test scores (taking
prfe-test scores as covariates) on the Slosscn lntelligecce Test,
the Peabody Picture Vocabulary Test, and the Vineland Social
Neutity Scale (VSNS) trevealed significant ¢ifferences favoring
the Center Croup on the first twvo measures. Xoa-sigaificance on
the VYSNS appeared to bde artifactual. The results demonstrate
the feasidbility and merits of compemsatory education with dis-
advaantaged infants in a school sectiang.

Stsats, Arthur V.; sand others. A Token Reinforcement Resmadiail
Reading Program Admsinfistered lastructional lechanicians.
adiscon: University of Uisconsin, Research and Development

Center for Cognitive Learainmg. 1970. 28&p. WD 042 301

lastructional Techanicians sdministered a token reinforcement
remedia)l reading program to 32 black ghetto children vho wvere
prcblem learners. In the 40.2 sean hours of trafaning, the sub-
jects made a mean of 78,303 reading responses; learned a ®mean of
726.8 words, retaining 81X short rerm and $92 long term; and
received a mean monetary amouant of $21.34 wvorth of reinforcers.
Test results indicated that the subjects did significartly better
thaa the controls on a 100-vord sample from the training nater-
ials. They also excelled on a sctandard reading achievement test,
fucluding the vocabulary section, and om both tha vcrbal snd non-
verbal portions of an intelligence test.

Eash, Maurice J. A Curriculum Evaluation of an Acadesmy for Black
Drop Outs: The Alternatives im an Alternative School. 1971.
Sip. ED 047 043

T — e ———

This pasper reports the results of a comprehensive curriculum
evaluation of an academy founded to assist black drop-outs.
Designed to determine the effects of the educational programs on
the student bo.y and to lay bare the major cornstructs in the
{nstructienal and curriculum designe, the study employed a mofi-
cied Shufflebeam curricuium evsluation model. Eleven major data
sources vere utilised wnich asllowed comparisons to bo made with
data on comparable pudblic school populations, as well as within
the group comparisons. The findings raise questions of present
innet-city educational programs.
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61. Beggs., Donald L. The Educationally Disadvantaged Elementary School Child:
Anxiety Reduction and Behavioral Change Through Public Coenitment and
Counseling. FTinal Report. Carbondale: Southern Illinois University,
1969. 32p. ED 0)1 769

A total of fifty subjects, lov in sociometric status and identified as
educationally disadvantaged on the basis of high "school anxiety,” vere
drevn from f1.th and sixth grade public school children. Control and

exper imeatal groups sere sel up. Elementary counselors worked with the
experimental groups using procedures based on the theory of cognitive
dissvnance. In one group subjects were requested to wvarbalize their
intended behavio~ change. Primary objectives were to determine if the
subjects showved differential improyvement hy treatment with respect to:

(1) scheol anxiety, (2) severity of student behaviors as rated by subjects,
(3) teacher-pupil relationships as rated by teachers, and (5) teacher-pupil
relationships. Theru were three aajor conclusions: (1) counseling with
or without public commituent was not found to positively influence the
sbove five rriteria, (2) certain counseling "conditions™ appeared irrele-
vant to somw behavicral problems, and (3) attitudes of teachers who con-
sulced with counselors irproved toward guidance vhile attitudes of S
teschers who did not consult with counselors deteriorated.

62. Thackeray, John; and others. "Open Door," Wew York City. Wew York:
Center for Urban Education, 1970. 47p.

A description of the early experiences of Lillian Weber's "Open Door"
program in two Mew York City public elementary schools. The program is
based on, though not a replica of, the English infant schools. Its goals
are to structure the school and the classroom in a wanner similar to the
best of the Head Start progrsms inm order to create & flexible and intimate
lesrning enviromment, to provide greater continuity between grade levels,
end to counteract the isolation of the self-contained classroom. The use
of school corridors to provide a stisulating and informal learning environ-
ment is the first step in bringing about the envisioned restructuricng.
Movement of children and adults is- encouraged through the corridor and-- -~
betwesn ssveral classrooms. Those classrooms whose teachers. wished to
restructure their rooms were helped to establish learning centers in their
classrooms—language, math, science, drametization, and art. Although

one area is specifically devoted to longuage, the progran contends that
language is part of sll of the experiences and in each area, children are
encouraged to -talk, read, and write sbout their discovertes. Children
choose their work areas, sud teachars circulate among {ndividuals and
small groups. To give divection to the children's sxploration of the
materisls, teachars placed im aeach area a stack bf cards with written
questions. Materisls are of the "ginding out” kinde——-typewriters, printing
press, workbench, wagnifying glasses, prisss, snimals, sand, cash register, scales
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loom, musical instruments. Since this program vas still a devel-
oping mode), a tightly structured statistical evaluation design

was rejected and replaced by observations and comments of scveral
prosinemt educators. Some of these obscrvations follow: v...very
little aimless, restless, oOr disvuptive behavior...children scemed
happy te be at school--a phenomenon not often obscrved in a ghetto
school...their [teachers'] different personalities wcce the most
important factor in determining the prevailing cl~:»-oom climate...
all teachers were cnncerned about and actively taughr reading (or
reading readiness) and wvere awvare of the achievement levels of

all their pupils...While I found this classroom uncongenial to me
because of the disorder and the physical fooling around, in general
according to such standards as verbalization and reading levels,
this class vas achieving much better than 1 would have thought
possible...noticeable decline in discipliae problems...The beauty
‘of the program is that each school trying it could develop its

own character and modifications. This is a conscious policy of

the director...numerous instances of prelonged attention...chil-
dren heiping one another...." Questionnaires (with a limited
sample size) showed pocitive reactions by tcachers, eides and stu=~ -—
dent teachers; twenty of twenty-one parent respondents indicaced

"e belief that the project helped the children to learn." ~ °
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C. Summary of Major Studies by Category
"Qutline and Index
1. Development of Specific Academic SKillB . « ¢ o o o ¢ o o s o o o
‘. Re.dlnz [ ] L] L] [ ] L] [ ] - [ ] L] [ ] L] [ ] [ ] [ ] [ ] [ ] hd L] [ ] L] L] [ ] [ ] L] L ] [ ] L ] -

(1) Intensificatfon of reading instruction . « ¢ ¢ < o o o o .
(2) Highly progranmed fnstruction . « ¢ ¢« o o o o o o o o o o o
(3) Orientation towards affective development « o o o o o < o o
(&) Utilizztion of parents and/or PCErS . ¢ « o+ o o o o o o o .
b. Language and communication . ¢ o o o ¢ o o o e e e e 00t 00
c. Mathematics, reading, and language . . . - « « =« o o ¢ o o o °
(1) Reading/math supplements of fnstruction « « « o o ¢ o o o o
(2) Integration of rcading, math, educational technology . . -
(3) Programmed instruction . . « o« o o o o o« o o o o e
reading, math

Developmental Facilitation in Early Childhood
a. Programs with cognitive emphases . . . . .
(1) Nsture and range of programs . . . . .

(4) High-school level programs including and
compunication 8Killg . < ¢ ¢ ¢ o o o o o o e o o o o o -
d. Broader objectives . .« ¢ ¢ « ¢ ¢ o o o o s o e o o o0 oo e
. _(1_) B\lsaing Progrm e ®© o © o @ e ® s ® ® & & e e ¢ s * e o o
(2) Re‘identi.l Prosrm e ©6 © @ ® & & s @ e e & ¢« e e o o o o

£.

(2) Methods and results of specific studies . « . ¢ « o o o o o
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c. Summary of Major Studics by Category

1. Development of Specific Academic Skills

a. Reading

The bulk of programs which attempt to develop or ameliorate academic
abilities concentrate, predictably, on reading skills. The available
literature on a dozen such programs which produced positive results
of varying degrees of strength and educational significance, will

be outlined here, with the understanding that (a) other examples of
successful or quasi-succeasful ''compensatory" reading programs can
be founc; and (b) programs which deal with reading in addition to
other academic skills will be covered in subsequent sections.

Attempts to further group even such a delimited semple in order to
draw some conclusions about the status of programs and research in
this area meet with frustration. The -number of children in these
programs ranges from 32 (in % year) to 13,000 (over 3 years);

sample sizes used to evaluate program effectiveness range from the
total number to an exceedingly small percentage cf participants.
Reading programs occur at all grade levels, with the majority in
elementary school; however, the scope of such programs ranges from
one to all tvelve grade levels. Again, as in all compensatory edu-
cation literature, there i3 enormous variability in program components,
in extent and duration of treatment, and in the quality and scope of ..
the descriptive and evaluative material available. Primarily, for

organizational purposes, therefore, the following clustering seemed
appropriate.

(1) Most common are those programs which provide an intensi-
fication of reading instruction, generally by the use of speciaiists
and/or special centers. Half an hour per day, over a 7 month aca-
demic year is about average. ~The ome truly "high intensiiy' reading
program, providing 3 hours every morning for about a 10-week period,
is Intensive Reading Instructional Teams (U.S. Office of Education,
1969) in Hartford, Connecticut. From i965-9, children in grades 3-6
and-f£irst grade were given small-group remedial instruction geared
toward decoding, vocabulary and comprehension skills, and reading
appreciation by teams of specialists. Pre- and post-testing on the _ .
California Achievement tests, administered 6-10 weeks apart, revealed
an average 7 month gdain for 3rd-5th graders in 1965-6, a 10 month
gain for 4th-6th graders the following year, a 10 month gain for

.4th graders, and a 15 month (1.5 .grades) gain for 5th graders—in
1967-8. Te determine the amount of carry-over, 24% of the 1965-6
participants were retested (without further treatment)- in Spring.
1967. Two out of the three schools' scores revealed further gains,
which were statistically. siguificant. The description of the-lst
grade 1968-9 effort is so poor as to warrant - exclusion from this
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rcport, were it not for previous rcasonably credible results.

An upward trend in what the reporters label reading achievement
was found for the first cycle students, using PPVT as a baseline
measure and Primary Mental Abilities as a post-test, Significant
increases for the second cycle were reflected on the PMA used as
both- pre- and post measure.

Three other programs are built around the traditiorally supple-
mentary remedial readirg instructions during the school day. Ele-
mentary Reading Centers (U.S. Office of Education, 1969) were es-
tablished in about 15 Mjlwaukee schools each semester during 1966-7.
Small groups of children (about 6-8), in grades 4-8, over a year

- retarded in reading, but of average and above average intelligence,
used the Centers all week, % hr. per day for one or, occasionally
two semesters. The Communication Skills Project (U.s. Office of
Education, 1969) in Detroit served almost 3,000 students in grades
two thru twelve during that same year in six centers plus supple-

——-—~-—-J——-mantaluclassas*whGroupq_nf_ﬁsln-students<nsed,the“Elementary Centers
for two 60-minute periods a week, while the high school centers
were attended more frequently--four times a week for 45 minutes.
Pomona's Augmented Reading Project (U.S. Office of Education, 1969)
did not provids separate centers but offereé¢ varying amounts of
remedial instruction to lst-3rd grade children in six schools.
- Reading specialists teught in -all three programs, and provided - - -
feedback and suggestions to classroom teachers-im two. There
seems to have been an emphasis on thorough diagnosis of reading
difficulties and periodic re-assessment in the Skills Center project,

- which included a separate resource development center and diagnostic -- -

staff. Counseliag services were provided as well.

All programs assessed gains in reading achievement via California
Reading Tests, Wide Range Achievement Test, and/or Stanford Reading
Tests. No statistical .tests were applied to the data, nor were con-
zrol groups employed. For random samples of students in the first

- . . ...semester Milwavkee program, gains were .69 years (oral), .64 years
(silent), compared with the disadvantaged population norm of .35
years gain. After the 2nd semester, respective gains in oral and
silont reéading were .39 ‘and .76 years, compared with an expected .5.

In 1966-7-a systematic random sampling of children in the Augmented.
Reading Project -showed &en average 9 months gain in a 6 mcnth period,
4% months gain in a &4 mo. perind "in 1967-8. Since these results

are based solely on the WRAT, they should be interpreted with caution.
Cther measures were used at various points in the program, but un- '
fortunately did not provide data suitable for illustrating reading.
progress (i.e. were used only once). - -

A small sample of pupils in grades 4-12 using the Communication
. ... _Skills Centers were pte- and post-testéd.” The evaliators comparéd’ ~ _ -
average gains (months per year) made during the program with gains
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made prior to entry into the program. Junior and senior high stu-
dents, particularly the latter, seemed to have profited, on the basis
of these measures. Fourth-sixth grade students improved relatively
more only in paragraph meaning, compared with the disadvantaged norm
only. Although no comparative data are provided either on the pupils
or on the instruction at elementary vs. higher levels, the more fre-

quently spaced periods in the high school centers may have been a
contributing factor.

Finally, the After School Study Centers (U.s, Office of Education,
1969) of New York City provided tutorial programs in both reading and
mathematics, as well as homework and library classes. The centers
ran from 3-5 each afternoon, served grades 2-6, and were voluntarily

. attended. Between 1964 and 1967, 13,000 students were in reading or- -

arithmetic classes. These classes served about 15 pupils each, and
reportedly used a wide variety of techniques,  the principal resource

in reading remediation being -the SRA Reading Lab. In 1964-5 an R
_evaluation of the Study Centers' reading program was-conéucted-using—————
1,521 matched pairs of students.. With attendance varying from 3-6

hours a week, significant differences in Metropolitan Achievement =~ =~
scores were found between experimental and control subjects, both

groups attending the same schools. .. Furthermore ;- progress assessed e e
in non-Ceriter schools was less than that recorded in Center schools,

. either of experimental or control-subjects, certainly a plus for-the

- program. The effectiveness of the arithmetic classes was-not assessed.

(2) - A second set of ‘reading programs can be loosely characterized
by their highly programmed instructional techniques. These three--
the Responsive Environment Program (Israal, -1968) in New York City,

 Milwaukee's Token Reinforcement-Remedial Reading Program (Staats. et - - .

al., 1970) and the. Programmed. Tutorial Reading Project (U.S..Oifice -
of Education, 1969) of Indianapclis--employ materials and procedures
that are more carefully specified and consistent over time than B
;hose,programsupxaviouslyﬂdiscuSSedr(and:thanmmost»programs reported),

and thus are somewhat more readily analyzed and more easily replicated. .

.

. The Token Reinforcement -program-was -actually an experimental study

designed not only to_ improve the reading skills of "problem learners"
but to verify the principles of reinforcement in-a natural instruc-
tional setting. Thirty-two black junior high adolescents were T
matched with a-control sample on the basis- of a work recognition -
.score, school, and type of class--onme third of each -sample came

from an educable mentally .retarded class.. Token reinforcers, equi-

.. valent-to various monetary-amounts, were used in a: carefully specified -~

manner to reward correct ‘responses during activities based on the SRA ..
Reading Labs. Unique to this experiment was the use of paraprofes-
sional instructional technicians rather than the usual college or
graduaté Students. Housewivés and high $¢héol students, supervised. . .
by a trained tea@her,fwotked‘with'individuél.childfen.in‘the '
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experimental group for about thirty minutes per day over 4-5 months.
The Metropolitan Achievement Test (Reading) and the Lorge Thorndike
Intelligence Tests were both used as pre- and post-ireasures. Sig-
nificant experimental effects were found for the non-verbal IQ
score, and on a vocabulary test taken from the training material.
Upward trends occurred for the standardized reading achievement
measure and verbal IQ. These outcomes held for children from EMR
classes as well as from regular classes. Immediate and one-week-
later retention of vocabulary was found to be 81% and 59% respec-
tively. In addition, the experimenters attempted to study the
functional behavior repertoires of their subjects (e.g., total num-
ber of words read, overtime) to a limited extent; however, they
used only..an -indirect measure .of_ sounding out/recognizing new words,
_for which they found no improvement. In this, as in most studies
using token economies, the assumption was made that motivational
-problems underly educational failure, and .that these problems stem..
from the absence of social approval for "learning" (presumably. the.

dity of this assumption and/or the values inherent in it may be
questioned. Nevertheless, the careful experimentatiom-and begin-
nings .of descriptions of ongoing behavior rather than reliance on
post-tests must be highlighted as a partial.attempt to understand. .
the teaching-learning process. .

_ Similar .in many respects to the above -study, the -Programmed Tutorial . . -
Reading Project employed paraprofessionals who worked in a carefully

‘gtructur.d, highly controlled 1:1 relationship with the students.’

. Rather -than-adolescents, these were-700 black, 500 white-first-graders,;

- receiving two fifteen minut: sessions per:-day. .As opposed to the -

. token .economy .system in which reinforcement rate was progressively . .-..
reduced, this project employed minimal cuing/ feedback at the start

of a lesson, graduating to frequent and immediate verbal feedback

_ to children's responses during activities based on_the Ginn Basal.
Readers. For evaluation purposes; four experimentalrgrouPS'with e
forty-three subjects in each were set up: programmed.or traditional
tutoring, for one or two fifteen minute sessions per day. Matched
‘control subjects were selected from the same classrcoms. ' Ginn's
Recall, Preprimer, and Primer- lTests were used,. among others.  -Only
the programmed/two-session group was generally superior, although
programmed. vs. traditional .tutoring effected. a significant dif-... - . -
ference on the Stanford Reading test as well. : -

Although the Responsive-Environment.Program was -also. centexed -around -
-~ ~programmed reading instruction with immediate feedback and reinforce-
ment to the individual child, it is more difficult. to approach.a
-~speci£ic=description”of-the;inst;uctipnai proceduresifginCe‘{a)jS -
throughout the program, and particularly during the first year, pro-
grams (software) were still being developed; (b) children at various
- ~-Tevels from K to high school participated; and (c) ome half of-edch =
daily forty minute session involved the individual with O.K. Moore's

___overt school curriculum) _and for compet ition for grades. _The vali- .____
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Talking Typewriter, while the other twenty minutes included a class-
room follow-up session. The Talking Typewriter provides visual, audi-
tory, and kinesthetic stimuli and feedback to the child and e1ther
initial or remedial reading skills instruction via programs prepared
partially on the basis of diagnosis of need. However, it does not
appear that much initial diagnosis was carried out. A large varlety
of materials were used to develop programs in this project; by June
1568 about 700 programs had been prepared, a selection of which were
formally evaluated, but no report made in the overall-evaluation. - - - .- --
Primarilv black and Puerto Rican children from low income Brooklyn
families were bussed.each day to the.Responsive Environment.Center.
for forty minutes of reading instruction. The typewriter booths
were monitored by paraprofessiocnals, with two teachers supervisiung.
A good description of the theoretical foundations, previous research;
background, setting, and initial procedures of the program is avail--
able. ‘For each schcol involved, experimental and control classes
were selected; control schools were chosen as well,- and 'a Hawthorne "~ ™
- effeéct was indeed detected among second grade students during 1967-8v— .
That year no differential ‘gains were found for kindergarten studeuts
on the PPVT; first graders were significantly higher in Metropolitan
word discrimination but not in sentence reading; some relative. im-.
- - provement in-reading comprehension occurred- in eighth-and-temrth - - oo
grades—-the data, however, are poor and incomplete. The 1968-69
program produced significant progréss in auditory discriminationin~
. kindergarteners, and significant increases in.word. discrimination B
—. .and_ sentence reading in first graders.. Too much information was. _ ..
‘miscing for the second junior high classes to evaluate gains. Un-
fortunataly, initial Jdifferences ex1sted between experimental and i _
control subjects in both’ achZavement and self-concept/asplration, T -
the nature, extent, and effects of- -which—4are not made clear. It is — = -
-— ~—-a}so-un£ortunate that--rather limited- assessment measures -were ﬁmpleyed.~

In general, though the tlghtly strx"t.rod programmed apprcach ins - 7
cluding frequent and immediate feedback, coupled with a 1:1 tutorial
relattonship, ~individual- pacing and- ‘somewhat - individuatized - pragram-- -
ming, seems to have some svccess. = . . - - :

— (3)A-In contrastuwith the. circumscribed, highly focused tech--—.
’ nLques of the previous set of programs, the two described here are
" more global 'in their approach and" ‘oriented towards the affective :
“"deveiopment of the child as well-as his’ reading progress. The Mala-
e -1 ¢ o Readxﬁg‘Prdgram“for'Mextnan AmericanTChildren (U.S5: Office of "~
: Fducation, - -1969). served pre-school- through third grade children -
-~;t,-___in_gnegkos:Angeles scheol. - The methods: employed by- regularﬂteachers
—_ .during-the.school day.were. gradually—developed and defined..over a. SR
,““mmuthm,.h.ﬁ_periqd_ofhyears during .the program, .which. is described .as.. involving:,w
‘individualized: instruction,,exploratlon, self-instructlon, and .
.. 7 _parent participation.. ‘Although’ nchanges An’ self-concept.were. anti=._
S cipated and specifled there is no report of any assessment of such‘-"“*
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the school i~ had ot persicipaned (i.e. were tested at the start
of €he procsa= {n 1968); the reacing s20Ivy of these groups increascd
girpnificant iy ovr thre. yoars, Signiricant diff{erences were found
on & lxcally ¢iveloped s.pht vocehuiary test as well, .

k 3
The Finley “cheol Program (Froelich, 1967) was another beginning
reading progan which sti.rsed frlivicaal pecing, independent learx-
nirg, the developaoant of a positive sclf-imzge, and parent involve-
prent. ihin leet coapnnent dncluded a o ily chreck cf the child's
h: 2¢ zesdie= rocirnmeni, and data are reported which-indicate that
thisy ves tneecd accowplisiicd to a high degree.
%o onc methed was exphasized--the approach is described es "eclectic
and pragmatic:" nevertheless, the ~vailable description of materials:
and method: sccms too generalized and abstract to get a clear picture
of the prograz=. XNO obscrvationzl/bechavioral data are offered. The
cmphat is was on {ndividu. ' ..stion of instruction, with independent
wotk wnd peer-help strensc..  dowaver, rlthough first graders.in .-
this farlcen school (897 black, 20% Puerto Rican) were grouped 'hetero-

pencously,” sccond grade classes were formed on the basis of progress- -

in veading, uvith pacing then done by classes, not individuals. Al-
though thi descriptive article maintains that the class organization
vas “flufd,” the ability groupiang practice doos appear to be contrary
to the stated objectives of the program< A good deal of assessment
wessures were built into this program, im contrast to the Malabar -
school, some uscd for individual pacing, some for diagnosis, others
for evaluation. However, reported evaluation results include only
quartile grade scores for grades 1 and 2 over four years. Pre-test
results arc not reported; no comparison group existed. —These rather .
limitod and questionable data do {udicate an upward trend in reading

. achievement. Again, as in the-Malabar project, attitudinal change
did not appear to have been examined. S

,

s

.. (4) .. One Zinal approach to.:eadihg.instruction in”compensatofy-
programs rccognizes that significant indiv}duglsvin_the-child's.
enviromment other than professional educators can-and do have a

profound influerre-on what and how he_lea:ns;“‘PareﬁtsLand}pgetswjﬁ‘

are highlightcd here as agents who can teach both specific:skills . -
and more gencralizable bchaviors and'attitudesftdwardghleéihfngfffgg
New York City's Homework Helper Program (U.S,: Offi Vo fEduc L
1969) " is targeted for both the high school: tutors and
school (gradce 3-6) children whom they teac
irmprove the reading -skills of poorly-achievingic
hopea to motivate the bigh school people to T o
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perform better themselves, and perhaps to choose teaching as a
career. It is assumed that the adolescents can communicate more
effectively with the youngsters, and that their behavior will pro-
vide a positive model for these children. The program had each
tutor work with an individual child for two hours after school,
1-2 ‘days a week, doing reading activities, homework, and some
vereative" work. Tutors were given a printed manual, once-a-week
training session, and were required to complete daily reports. The
1963-4 evaluation procured complete data on 356 fourth and fifth
grade pupils and 97 tutors, with carefully selected pupil and
tutor control groups of 157 and 57 respectively. " "

Pre- and post-testing of the children with the same form of the -

" New York Tests of Growth in Reading yielded gains for- those pupils
receiving four hours per week tutoring significantly greater than
those of control pupils. Even when adjusted for practice, the gains

- .- . - made by the tutors, after seven months, -on the Iowa Silent--Reading— - -
-—-r--ﬁaaugséf?esﬁynwere~signi£icantly*g;eater~chan-thosemmade—byutheaeoatio1nau«f
group. No significant changes in.attitudes and aspirations occurred,
although tutors began with high scorés 'in these areas. No rela=
tionship was found between the improved -reading scores of the tutors
—. ...  .and their school performance. It .is..unfortunate- that -the-great . .- —~ -
‘ bulk of data provided by the tutors' reports weré not analyzed in T
--—----g-gystematic manner; asmthere—appears‘tO“bena“wealth"of—tnformatiun“"-w*—
about the learning occutring'in‘both"patticipants'inﬁthé"tutorial """
relationship. = .o

P

" The Séhbbi*and'Hbme”Ptdgtam”(UrS;'Officé-owadubation;-1969) of -
Flint;-Michigah-suffers«even-mbre~ftdm~1ack'of'inf0tmaticn-about : - -
- .- what -was—taught and learned;‘~Black*parentmparticipantsprrimaril S
R uuﬁrom_thef:ural_southwuwereninstructed_in"the-importancemqirtheir—M&h~4“
- owr. attitudes toward and ianvolvement in -learning. Parents were — -
S ~-instrucfed:in.a-tange~of~aetiv%ties~in~which~to~engage_withwtheir-—~ﬂw
’ child--providing qu;g;vétudy“}iﬁe,ftéadihg‘regulatly_io,gnd,in the -

e w--- presence -of-the-child; listening-to-him-ready giving-praise; en- - - -~
couragement, asking questiqns,“providiﬁg.and valuing the child's
academic property, etc. The program included a reading incentive
club, and provided a dictionary for each fourth to sixth grader.

© .'1,100. children in two schools .(K-6). wére. included in.the 1961-2. " .
ptogtam:wwﬂnfortunately,”the-repoft@dﬁevaluatiOn'iS'poot;'uSmall‘“ e

*“*ZS#Mﬁlés7(§iﬁdesitw6jand“ff§e)~ft6m*tﬁéﬂéﬁo experimerntal .schools and

”tjiajtpﬁtrdtfschpblfwe:eApre? andjpbétﬁtescedfad*thé*Qates*Rgvised*'“*““”"“
e s ReadingFdste T Incthe tworgradewy gains in both schools dn vocabus: T
BRI SRS 5 & etk RPN i R e W T e e
. -lary. v t r than control ‘gains, ‘while in-compre=-. . .
Y. progress. s lt'.d ‘ or..i hat manner' the parents
it e mim-REE fOXmed Lhe dx 1thoug

h.the.report:mentions. ...

-a 'survey’ done




-80-

Wwithout observation of the ongcing processes and relationships

in the programs such as these, and without follow-up and collateral
data on the areas of behavior in which the motivational changes can
be assumed to be reflected, it is impossible to assess the import

or impact of such programs, as valid as their initial assumptions
may be.

b. Language and communication

Language development is very often integrated into, or identical
with, the development of beginning reading skills. 1In separating
out the following small sample of programs, however, we have dif-

feorentiated between reading development and the cultivation of oral
and written communication skills.

At the secondary level;‘bétween‘1,600~and-2,900~studentsﬂpartici-w~~
‘*"“_"“"““’pateﬂ*in-BuffakoLs-Expanded—kanguage-Afes~{uzs‘s0ffice-o£ Education, - - -
1969) project from 1966-68. Fifty percent of the students spoke
non-standard English (southern rural), while 21% came from non- T
"English-speaking homes. The program provided additional staff to
— - . .. -create a 10:1 -student-teacher ratio in the schools' language arts
classes. Emphasis was on writing and speaking activities,; and audio-
“WJiEﬁhI_ﬁatériaIS"were“useﬁ”extensiveiy;“A 1966-7 evaluation included-
".pfé:‘andjﬁb§t56e§t'hdmiﬁistration_cf'thefCalifornig-Language_Test“ T
and of the Sequential Tests of Educational Progress to a sample of
610 students. While no gains were recorded by the STEP, the average
~ gain in months- on the former test was greater than the seven-months - - -
'df"pfdgram—participatioh. ‘Gains ‘were greatest for tenth and eleventh .
graders; ‘least for seventh and eighth.vanfortunately, although -pre- -
e »-~v»wand»postawriting-samples_were-colleéted,,these were not. analyzed in’
: any systematic way, and no other measures more appropriate to the
program were employed. ° o

ﬁi{waukeeis‘Speech:aﬁd.Languagéwbéﬁeibp“ent_Pfogiam'KU.S:iOffice of .
R ; .-Education,-1969)4was.aimedﬂatwyoung_ghi;dren (grades ope_andmtwo)wﬂm.,

chosen on the basis of teacher ranking of verbal abiiity, a speech
R articulatgbnTtESt;“andvjudgment¢o£aagsgge¢h cherapistgiﬁThe-bot;om‘x:

c— - : n83%=of“thisﬁdistribhtionmwe;ggrgndomLy5assigned,tC.two“eXPerimEntal,f;
oo " and tWG“ﬁGﬁtroI“group§,iwhi¢51Wéie“gqug"Iynéqhivalént»in&agegﬂgtade”r"
”lével;”IQ;.éﬁdTSESIfiZD%,fotﬁ?iﬁ.i”ﬂ%é -were black, ‘15% Spanish- :
eeks "(either 'the. first d semester),; -
ved 45 minu &

fmémé?Yt
T, whether:th
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points out that few appropriate assessment instruments are available.
The Ammons Quick Test of Verbal-Perceptual Intelligence indicated

that the first scmester experimental group was significantly higher

than the other three which had received no treatment; however, the
second semester treatment group did not perform better than con- . -
trols, although the first experimental group maintained its superi-
ority without further treatment beyond January. Classroom teachers
rated students on a variety of language factors and participation,
before and after treatment, and found no change. However, non-
program therapists did pre- and post-ratings of a random sample of
tape-recorded speech, and found significant improvement for both
experimental groups. The participating therapists also noted
experimental-group progress on classroom participation variables.
No similar ratings were done of control children's behavior. ——- - --

¢. Mathematics, reading, and language : - -

The development of mathematic skills is rarely the. sole or even-a.-.—-. - —
primary objective_of'cdmpeﬁsatory'programs;"beé”ébmmOn is the -7
reading-and-math combination, sometimes along with language skills
. development, -or_including the fostering of.the. amorphous 'general-....—- -.
intelligernce." The programs cited below were not only built -
.. -around -sueh-multiple skill objectives;-but achieved some-success— "7 "7
in both or all. ) o SRR - : o :

(1) Parallel to the most common ‘remedial reading approach- -7
outlined in thé-fifstiPReadiﬁg"TéhH‘Eectién"ruh~the~éﬁ510gbus~reéding/'
. = ... math-supplements of ins;rucxionféABuéfalols-Plus-Program;{U;SrJOfﬁieeﬂ=“

L Hofﬂﬁggsaﬁipn;-1959)Mhas,9ff£rgdﬁ¢anfectiVejréading:andmremgdial_math“._

o to. over 7,000 children in grades cne through eight since 1966. . Small...
— ~.gr.‘o:.q:»s‘.o:l':'_.5.-.-6‘a‘l:'e-t:aughi:...,£t>.1;>..':}(l~-.-._lu-,!fo4:\:’Lm.l;t;es per: day.,-with-methods-=- -~
-+~ " and materials varying according to pupil need and teacher preference.’

.. _. Inservice rraining has been provided for.the project-teachess,-who.

L were to work closely with classroom teachers "in_designing coordina- ..
ST i ted activitdes:. A 1966=67 évaluation révealed ‘an average eight T T 77
'months’gainﬂinfteadi@gFm'dﬂvﬂdfiﬁg;?;S:QOnthS}iéhd{élﬂineVﬁonthsmfr“1;§

.. ..  gain in.maEh over eight months, on the California. Reading. and Arith-. .
= —- ticipate  im both-classesyalthough~those who' may-have done—so-‘@re "~
N -:ﬁ°t=re§brtéd-7'TﬁUS"7€ﬁ°.SébéfﬁﬁéﬂpfbgrahéﬂapegactQallyjbeiﬁg}exé¥w~
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Classes were small (six), methods and materials veried. Once again,
the evaluaticn of the 1966-7 program report average months of gain
on California Reading and Arithmetic Tests over five months. For
all children in grades 2-8, their mean progress was five months in
reading, six in math. : -
More intensive instruction was offered at the Junior High Summer
Institutes (U.S. Office of Education, 1969) in New York City, where
students could make up for failures in credit subjects, and receive
remediation in reading skills. The math classes, as those in most
other subjects, consisted of a repetition of the previous year's
course, rather than assistance in improving prorly-acquired skills.
For 5% (4 effective) weeks, students attended one or two ninety
minute classes .per day. Six institutes were sampled for evalwuation
purposes using pre- and post-Metropolitan Achievement Tests. In
the five weeks between testings, 479 pupils progressed an average —
. —.of three .months-in- reading, -end -339-—meth—students—gained—am average — —
___of five months._ Hawkridge points out that.some changes may have - [
been artifacts of testing procedures. In most of these instances.
where average months of gain are reported, the data presented are
inadequate.- The evaluation of -this study also--assessed--the '"'qualtity- - -
_ of instruction," staff and_child attitudes,. attendance,. and_the— - - - .-
functicning of educational aides. Math classes in particular were _
_  rated as- teacher-dominateéd-and authoritarian: - -~ -— -~ - 7mooTTTITTT T

(2) In contrast to the above programs, which cousisted of
separate math and reading sub-components, Project R-3 (U.S. Office
. ...of Education, 1969).ofusaanoseaattemptedwan~integratienwofnreading;f~’—~—
- - math, and .technological skills--in a carefully designed program: fp<— "~
tended to be highly motivating and relevant .to the. occupational .- o

A structure of the area. The children were eighth and.-ninth.grade-----— - --

—_— ;WMexican,AmericansAwhowparticipatedwenerywmorning»fogugwo»sehoolunmmﬁrﬁ__mﬂ
years in classes of fifteen for reading and math activities, larger =

__ - for_ other technology-oriented activities. . Two-week -teaching modules -- -

" were tightly organized, and utilized gaming, discovery, . team-learning, -

- role play, ‘field trip, and-othet mon=traditional techniques.” Stu- '~ "~
,;den§§1¢familiesJweregihQIUJedFiﬁﬁfigldwtrips,-wﬁich,fhs,aii activi=—-"" ..
‘“”;§i€§¥;WQF§L¢e§ﬂ§_tb_fﬂ?ﬁhetfﬁhﬁéfspéndihgngﬁaﬂtechnologicallyrbased4m.wu-
I.chiety;;LIhé;prpgramﬁwaswdeve&opéd#inéqpoperationQWith a commercial— -
outfit (Lockheed),-and-included ongoing assessment aswell as-inde= "~

pendent.evaluations. at .the.end of each-program year.- Experimental- ==~
.. and control. children-did:mot-—d: riin their~ ‘ ‘ Q
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(3) One program worthy of note, and analogous to the Respon-
sive Environment reading project, was Stanford's computer-assisted-
instruction laboratory, Automated Primary Grade Reading and Arith-
metic Curriculum (Atkinson and Suppes, 1968), set up in an elemen-
tary school to serve first and second graders during 1966-68.
Separate math and reading programs were developed for CAI, and
provided individualized instruction (on the basis of che child's
learning rate and past response patterns) for 56 first graders
(1966-7) and 72 second graders/80 fi:st graders (1967-8) in math
and reading respectively. Children learned to respond by light pen,
typewriter, and orally, and received visual and auditory feedback.
The system was designed for research and curriculum development use
as well as for instruction, and a grecat deal of data were collected
on the participants as well as the programs. Obsexrvation of chil-
dren's behavior at the terminals was conducted as well. For children
in the math program, low IQ boys and avérage 1Q girls benefited most,” =~

“their scores on Stanford KCEié?gmént“Tg§;sze;ngASigniﬁicéﬁtIy grea~ 7T 7
ter than controls'. A number of reading achievement: measures were

employed, and experimental children exceeded controls on almost

all, with significant differences on the California vocabulary and

total scores, Stanford vocabulary and word study scores, and project-

- deve&oped~tests—of-vocabulary;vphonetic"discrimination;-syntax-un- S
derstanding, and pronunciation. A great deal of data remained to
be analyzed, but initial results;“not"sﬁrprisingty;‘ﬁppéar“gimilif”
to those obtained from a carefully planned tutorial program.

" '(4) “Three high-school level programs have included reading,
math, and communication skills in their objectives. The first is
'Harffbrd's’Higﬁéf”Hﬁfiiéhé”TDO“fﬂﬁiﬁfbfﬂ“Cify“B“Efd"ET“Eﬁutaﬁfﬁﬁ;‘4“‘*".“’”"
1969) which has selected 100 ninth grade students each year to par-
ticipate in a poorly described and unclear combination of academic,
counseling, and cultural activities. " Thie small-group instructional =
team of the 1968-9 program consisted of six special teachers, one

-““A“ptojéct*assistantv*and—a—ccunseior;éwhofprovided-afstudent=fnstrucb‘“**"“"“”
tor ratio of about 12:1 1n»avse1f-c0ntained classroom arrangement.

No changeSyin,Lorge-Thorndike‘intelligencevscores were found for
_the 1968:9. group.who fell in the .averagé. range.. . Significant. . .- . ——
increaSes:ianeprbpolitan}Reading=scores?andﬂin~SRA_wri:ing~Skills»"--

were found. 1Boys g§ined“stgni§i¢thly;§g'pé;h,prleem—solvihg

_‘ability as’ tapped by the ‘Metropolitan. A questionnaire regarding
_ﬂmotiya;idd,ﬁ §d@iQistéfedftp“téaéhers;ahd;stgdents;_reVealed little

ted behavior . Tl
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campus for eight weeks, participating in a highly organized pro-
gram of instruction, study, - and recreation. Reading, writing,
grammar, math, visual perception, and study skills were included in
the curriculum. Although several measures were apparently employed
for classroom grouping purposes in language arts, the academic
effectiveness of the program was assessed only by p¥e- and post-
testing on the Differential Aptitude Test, a battery including
verbal, abstract, and mechanical reasoning, numerical ability,
space relations, and language/grammar skills. The tested group of
sixty students improved from an average 35th percentile (based on

national norms) to 46th percentile; percentile changes were found to- - -

be statistically significant. Measures of self-image revealed sig-
nificant positive changes as well.

One of the few out-of-school compensatory programs to be evaluated
is the Christian Action Ministry Academy (Eash; 1971), a *second-
chance" school for black high-school drop-outs, the objectives of
which were to develop basic communication, self-expression, and .-
problem-solving skills, self-identity, and "an appreciation of the
heritage of man and the varieties of. human life." Attendance -at -
the Academy, in the heart of a Chicago ghetto, was voluntary, and
no records were kept to intimidate students. Instruction was
characterized as individualized. self-paced, and interest-based,
with a wide range of materials, instructional techniques, and
flexible_routes toward fixed objectives for the students.__No group
tests were given, or comparisons made among students. Rather, _
assessment and feedback were provided continually, and were directed
~ toward the achievement of skills required to pass the General Edu-
. .cational Development tests. -Small group-instruction-and_discussionyr“_
_as well as individual activities, 'was seen as an important setting .

for both intellectual and personal/social growth. Pre- and post-
testiig with the Test of Aﬂult'Basid'Eduéhtiéﬁ'réveéled“Significhnt‘"
‘'progress in math and language, limited gains in reading, over about
T 7 Tfive months. . MbrebGéi;fEéﬁéralfAca&éﬁi’étudénts-héve succeeded in-: . -
obtaining-college educations. - This report is one of the few in- -
‘the ‘compensatory education literature which points out in & thought-
~ful and effective manner the nature of the usual. stop-gap  measures . .~
labelled ""compensatory!- and suggests ;hg“dimensions:along'which
alternatives to the educational ‘environment should be built: L€ -~
more*dqtgf¢n,@ﬁe§¢;s;pdeq¢s{fa¢§}?i§i§§ggb§ﬁéﬁi°f§;]aﬁdfatk;;udég;»j-f

‘are ‘available, they.should: be publicized. . Meanwhile, the instruc-
~tional model present
. pensatory

» ‘about..

=d- here: répresents what formal education; 'com=-' " -~ "
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influence the child's intellectual and emotional development and
his academic and social skills.

Two were bussing programs. Boston's Project Exodus (Teele, 1969)
was accomplished despite the city through private financing and the
considerable determination of ghetto residents. Hartford's Project
Concern (U.S. Office of Education, 1969), after tremendous suburban
opposition, was finally initiated through metropolitan cooperation
in thirty-five suburban schools. 'Two hundred and sixty-six black
K-fifth grade children were randomly selected by classroom units
from Hartford's segregated schools and reassigned to vacant seats
in 126 different classrooms. Very few of the selected sample de-
clined to participate. Boston's voluntary integration program took
children from all grade Yevels, -although the evaluation study sampled
children from third through eighth grades only. The "program' of
a bussing project is, of course, impossible to define and is almost
totally dependent upon characteristics of the receiving school, about -
- ~which there~is'generally~1itt1e~information. -Hartford-did include

a systematic variation, which did-not ulctimately appear - to affect
the outcomes: proportions of both the bussed groups and the~“c¢ontrol - - -
groups who remained in ghetto schools were given a "Supportive team"

~~~~consiseingaofweaekghebtemschooLwteaeher~and~0ne;community parapro- :
fessional, to provide remedial help, liaison with homes and special .
setvices, "and fesource material for the suburban classroom teachefs,

 The Hartford evaluation included testing of the two experimental. -

and two control groups at four points over the 1966-8 pericd, using
______ ~ a wide variety‘of_standgrdized}iﬁtelligence, achievement, arxiety,

attitude, and peer-acceptance measures.® Although '"serious gaps" in

the first year data precluded their use, data are available on 197 ..
—_——rmubusse&—and~244meontrolﬁchildrea«£or»the~sec0nd yearfw~$he»bussedﬂ- S

. ehildren in grades K-3 showed greater progress on their- WISC verbal - - - -
IQ's, and on Primary“MentalfAbtlipy scores'(mostly-verbal“and reasoning:
subtests). Kindergarteners were superior in reading readiness (Metro-

- politan) scores;-whiLe-third«grade-experimentals gained significantly
more than controls. in both reading and math. . No experimental dif-
ferences in intelligence or achievement scores were found for fourth
and: fifth'grade children.. " . _ . - '

‘The'evaluationjof’the”Boston“prdjédt is1somewhat"unique;*although'“1 ST
‘adinittedly incomplete in late 1969, in its attempt to_tap. mediating |
- factors which may: ‘account for ".'di-f_féjrén‘fial'_Lp;etz‘forma"ﬁc'e'-‘ betwesa -
. bussed ‘and ‘control subj A number of hypotheses, based on exis-
i ' e propose ;. .concerning differential

5. in,; experimentals Vs. .controls.... .
dociimentedy yielded a: -
st-test. information. .. .-
« Further data were = .
>ject in::1965.(63)-. -
a’ (Metropolitan -

nt




:”Tfi;dﬁétiyfp;égtam{Eoﬁly;éEhiéﬁggenfkrggpits"ﬁili_BeAﬁehtipnedahere«

,mhigh,schOOls_th_we:g‘highlywmotiua;edhto“achieve,-andwplaced&themmi'
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stanines) are very shaky, and although there seems to be imprové—
ment, differential results may be due to statistical regression. A
serious attempt was made to examine relationships between years in
program and attitudes towards school, peer relations, fate control,
sel f-image, aspirations, etc.; although it was not entirely success-
ful, the study is worthy of note and of improvement. : -

Although neither study provides information on the instructional

characteristics or evenmachievement-patterns'of~the-receiving schoolé}

the Exodus report highlights the importance of studying the school
atmosphere and the nature of the black child's reception and experien-
ces. Project Concern, noting that the greatest impact occurred in
the lower grades, nevertheless recommended continuation for upper=-

grade children based on-favorable perception of-their growth by~ - =7~

teachers, their own expressed desire to gontinue'to attend suburban

schools, and their considerable participation<innextra-curricular*f”mff'

activities.

One alternative to bussing, for older children, is full-time -resi-
dency in the more "gdvantaged” ‘environment. " Project ABC (A Better”

- Chance) (Wessman,  1969) took -outstanding male- students-from-ghetto:

R S

in private preparatory schools after aneight-week summer transi- . ' .
tional program on a college campus .—The 82 -boys- who -entered-in--— -- ===

1965 had a mean IQ of 115, were 13-14 years old,- and were composed
of 70% blacks, 10% whites, 10% American Indians, 9% Puerto Ricans,
and 2% Orientals. The summer program included very rigorous coaching
in English, reading, and-math skills; as with the bussing projects, ok
no . information about specific prep school programs-is given. A -

.---~-high . quality evaluation study examined the entering-group -and—a-—- - "

control group of students using an_exhaustive array of.standardized.. .

qacadgmiq.and,personali:yjmeasures,minterviewwschedules,wand;teaahe;w~

ratings. . Although the. full_range -of data--should be used-for-an -— -
integrated picture of the effectiveness of such an encompassing and
No mean change in the Otis IQ occurred after a year, although the
control group mean droppéd. ~Neither were any significant changes,

or ‘éxperimental-control differences, found in English achievement

scores. However, 30% of the.pr

. scores (significant-correlstions in the :40's and .50's).  Responsible,

Sober, assertive, intsllectually efficient, independently. achieving
-individuals,according:.to the person ty inventories, wexe the.ones ' _

;anI@SB);ﬁaa“gwﬁ
stme’ . Unfor=: .

, . oject .sample showed distinct positive... .
Jacademiemgaiﬁsw-.Tﬁewmixed resultsubbt&{nedrare*reportedw35“status_"””g
"ratinssa'W#th’ﬁercentag¢§ydfﬂstﬁdehtsfinfeach'category;'hAchieveméht<‘

. gains-weré associated with some background factors, and with IQ
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and a good body of information is pfesented'on the changes in and’
experiences of the A-B-C participants.

While it is encouraging_to'note'that'reporters and evaluators of
comprehensive projects, such as those described above, sée the need =~
-for including-more~descriptive—and—evaluative~informatiou'than“ppe~" T

and post-achievement scores, one wishes that program designers and
~ research people would recognize the inadequacy of the. latter approach. ..
in assessing any instructional effort.

a. Programs with cognitive emphases. -
A large and continually increasing number of studies. concerning ——.. - - -
.- preschool -education define cognitive-development as--the core of-the '~ - -

problem of the lack of 'success by young socially disadvantaged . .. '
children in preschool and early elementary programs. The rationale

.generally goes as follows: Young children from -low-income homes -~~~ -
--do notwperform“in~ppeschodljgndjéarfyfeiﬁméntatYfsthﬁbIfﬁtﬁgrémﬁfbhféi;f'

' comparable basis with children from more economically “advantaged .
homes: indeed, From thé moment thése children enter the classroom,.
they .are- behind their -age-peers from higher social classes. There-
fore, -it is likely. that the poorer children are:not:adequately pre---

__ . pared by their home environments for the_learning processes. demanded ..

" by _the schools. _Since these children's.families have.thus failed.... ..
them, théféducatibnalf§y5tehimu5ﬁ'feédﬁffhém éha—§f3Vide‘aJ@r@péfﬂ__

édhéatiﬁﬁﬂésrrapidlyVasniSﬂﬁalifi&érfﬁffeébhbmiééll§;'éhdﬁﬁédﬁgd§i41:f-

. -ealiy possible:-- Since these chitdren—show many “obvious differences im =

language ‘and cognitive styleé frﬁﬁ’tﬁéi?”middngdlasgfpéérE“énd‘téé&ﬁé%é"

‘L;;;;?nﬁjSiﬁhﬁ?léhgﬁageféddlcOmpéﬁéﬁf;éégqiiive}pfoéesseé7£réathehho$tf6Bi“
e --..vious (although perhapswnotwthequSt;important)wpreréquisites-fo¥~~ '
T ’sehobt'su¢cess,wprégéﬁaol*pfﬁgfamﬁ*éﬁbﬁIdigﬁéSplthis”aﬁﬁfdécﬁ'Eé”fhéf“"
:ﬁ:a:Timﬂst:dir96¢“andﬁlqgi¢al:methﬁdﬁbOPnSe@towhelp%preParefthe%disadvan-tff”
. taged child for school. ‘The.programs discussed in this. section all.
..J,.haVe}asnthéifwbreliﬁinaryeratiopélé¢fﬁ;ﬁidisadﬁagtagedﬂchildrehq,;.,u o
exhibit sgriousfcognitive”deficitsﬂandfthatPthésé{degiq?tSt@gh:pggyL__:'f
be cotrécted, or at the least amelioiated, by programs designed to.
eaknesses.. . - iois e

 ;§§alf§i{ec;1yfViFﬁ3spé¢ifi§Lcdéﬁit
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their lack of a symbolic system by which to organize'stimulation:

Sprigle (1966) argues that what is important is for the child to

develop flexible strategies for dealing with problems rather than

to acquire factual content. Bereiter and Engelmann in their

‘Academic- Preschool (U.S. Office of Education, 1960) suggest that

_the .crucial -thing--is for these children-to-learn--at -a-rate ex---—- S -
ceeding the ''normal' rate in order to catch up. Others look to

language development as the critical factor while others hypo- L
thesize that the type of curriculum (e.gs,.formal vs. informal or. ... ..

a mix of the two) will be the telling agent.

Each of these programs has attempted to evaluate itself--and in a
- very simillar manner. All but one have employed a pre-=post test de-
sign with-experimental; comparison, and/or control groups.-‘Some " "~ T TS
have had complete control over the program input (e.g., Weikart) ‘
while others have had practically no:control (e:g., Stodolsky).”— "7 °°
~A1Lvhave~usedfstandardizedftests“tOmmeasureminputfandmoutpwtﬁof‘chils“f”““*f
mawm~dxen¥;sevexalyhavefdesignedrtheirﬁoanmeasupesﬂoﬁwaﬁfectiveédevelop1<nf¢ﬂwww
ment, a few have gathered.-ratings and comments-from teachers and/or -
parents. “More striking'pérhﬁpgTi§”théE76ﬁIyﬁf6ﬁf-6f*fﬁé$é7§tﬁ31é§7Fli~7”'W
. (Bnggﬁ::Di_LQrenZQ,"SPQdOlskYJ;Weikart%;made}&ny;systematic;attempt_ o
mmwthqhsgnxgaandw:ecprduwhatHyaswacxuallyygoingwonﬁin;the;pmogeetmﬁfwnﬁMpﬁwmﬂ—
classrooms; and none ventured to determine development ‘or success =~
' of teachers’ performanbés'by*ényiméans~bthéf*fhaﬁ'théirfpupibé"—“*"“*4“;+~4

; 'aCh‘ieV‘?meﬂ_t‘e“ T . T LT L o ) I i

" Length Of treatment and follow-ups varied greatly among the studies,
vranging"ffbmm4’mOnbhs—{Bladk*ahd*SdemGﬁ)”tomh“yééfé”(Di‘t&féﬁigfﬂifﬁ*f

Klaus/Gray) with most .evaluations covering a 1-2 year periods ~In- -~~~ -

. tensity of_treatment was-fairly uniform-with most pregramspro-; == "

S ﬂVidiﬁgJZié;hQQism5mﬂaxagpﬁxnﬂeékpggsampléJSi?és'tangedfiﬁomJahme___“f,_DJ _

. low of 22 _(Blank/Solomon)_to a higthfQl800v(Di;L@renzo}wﬁithmmbét~W~m”,__
fh”programs;having aftutal;oﬁﬂfpomf50=80—gxperimentaLsAandﬁeeneIOLs;——»-g -

" "Meéthods and results =
‘Blank and Solomon (19¢ , .
“Develop Abstract Thinking in S6c ally Disadvdntaged Preschool Chil-""
dren." Thé treatment consisted of 4 months of daily 20 minute ses=
- sions ifi which téacher. and ¢hild were alone together. . The.child-" "'
'~ ‘was. encouraged::tc - 1 sk-and answer-questions; contem

. plate past an - answer: quest
- tionship

8) evaluated A Tutorial Language Program to .
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who can label glibly is often deceptive, since his facile use of’
words gives the false appearance of understanding." When tested
at the conclusion of the program, children who had received the )
treatment (daily individual tutoring) scored significantly higher - -
on the Binet than children who had not been tutored.” Behavioral

... .. improvements were-also observed as well as-"drastic" .improvements-in - -

verbalization and a feeling of mastery by the children in dealing
with educational tasks.

The keynote of the Bereiter/Engelmann program is to '"teach in the
fastest, most economical manner possible." Small group lessons ‘in
language, arithmetic, and music comprise the program. The teacher
relies on ‘group chanting, repetition of words and sentences, and
- -negative and positive sanctions -(egs.; loss-of food,additionalk - - =7
work, praise). Children who had attended one year of a "traditional' . _
preschool for 2 hours daitywpiusmone*year“of'public*schoolvkinder—w R
--—garten werejcompared“wtth-childrenwwhorhadfattgndedjthemBereiter/ﬂ=c e
- “4M—Engelmann«pvogfamwfor-2~hours¢dailyfforﬁZgyears,i The-latter .scored. . .- -
significantly above the formeéer on the.Bimet. - . - .o

. -.-.Sprigle's (1966) ULearning“thLearn"~programufocused»dn-juStawhat“-'pr_ﬂ-
o »aits=namegsugg£sts—:an_abiLiﬁ%>to~approaehwandﬁresoLve&prleems‘unw;
The program uses locally-deVeloped'ga¢35“andjplanﬁed"seQuences of 4
e s gameilike*activities;”thESE“are'sequeﬁced“frdm'mvtcr'maniputation"m T T
to perceptual imagery to symbolic-eXperiences;“guaranteed'succeSs:is
built in for each child. Children's independence from teachers is
stressed. Monthly parent discussion meetings are held with emphasis
“on staff Tistening tb'bérehts;"‘DhilY’SEéff“piéﬁning'SeéSibnsVéré*';;j““
e conducted. - At the -end--of -one-year's treatment; the experimentals -—— -~
L .- i-were compared with children in a "traditional" kindergarten -and with -
S .children;with,ankinderganten@[;The_exPerimehtalsgs¢otedJsignifiqantly,ﬂ
T Higher;thén.bothiothérégrdupsndthhéﬁBinetoQPPVT,WandthPA;Jthe”m T
.mm.nrw‘Childnenmin‘thép"traditiQnal_Tkithrgaiﬁénydidbbetterfthanﬂahe»ehildrenm —
' not in any kindérgarFQngufﬁtheirVﬁifférénQQSfWereumuch;Smaller”than_
; > rimei 'traditionals." . This. signifi- =
the différence be- o

A FullToxt Provided by ERIC
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The "Oakland Preschool Program" (Ame:z ican Institute for Research in"

the Behavioral Sciences, 1969) concentrated. on informal didglogues and:
Languagc Master materials to improve language skills; manipulative

materials to improve cognitive development; trip, music and science S
activities to stimulate curiousity;-pareat-meetings-and parent volun=---———o
teers in the classroom; health and psychological support services..
When the experimentals were compared with other children in their
ow. kindergarten who had not attended the Preschool Program, the
experimentals scored significantly higher on the Pictorial Test of
Intelligence (note: the children who had not attendrd the Preschool
had not been tested prior to kindergarten). .

Deutsch's "Early Childhood Project,;" New York City (U.S.-Office of . - T .=
Education, 1969) presented a_structured. sequential curriculum with - = =
stress on language development (listening centers, telephones, o
Language Masters); Sullivan.Readiﬁess‘Brogram;jSteranquhboks;,fr:.;;tzgi;ﬁ
self concept (mirrors, camexas); monthly parent meetings. . Experd- ...
.. . mentels and controls were tested on .a host of cognitive.and.affective .7 . 7
measures, but due to problems of atcrition, sample bias, inconsis- = .
tency in use of tests, and poorly matched: control -gkoups; no-—elearky——-- -~ - -
distinguishable trends were evidenced. S I

Lindstrom and Tannenbaum (1970) compared children iwho attended the. . - o
Syracuse Children's Center  full- day program emphasizing coganitive - .
and language development fox. 32-55.months with children in a.summer. ... —
Head Start. The Center children not only sufpéssedfEhefﬂééd Startf:'"' o
children on the Binet, PPVT;_ITPA;”aﬁd”Preschbe‘InVéﬁfﬁry;?but_aléb”‘***“f

- they were. shown "to -befunctioning at levels which were-atj-or-above; = .~

' their ¢512591981¢81'38§§:?A_LindgEQOmtggﬂﬂTanngnbaum:attributeuthesb:f%\f:‘:
gains to the combination of long-term attendance and.emphasis.om. .--..;. = = .~
language and cognitive development. C o e - o

caam [ R ek S TSI ORI NI S

1968). . o -l
used four comparison- groups. Group I received a 10-week summer pre-— - 177
school with cognitive orientation for three summers plus 3 years of ...

weekly meetings with a home visitor during the school years. ‘Group ' == .-
I1 attéended predchodlifaffﬁw&“éumﬁéiéihﬁ%fhadﬁtﬁd}&ééféfbffﬁcﬁéﬁ;m;gewv?*%ﬁf

_"The Early Training Project” dirécted by Klaus and Gzay. [

visits weekly. Groups III and 1V respectively were.a local control = = .
grcup with no treatment and a‘contrqtjgpoup;§OEﬁilesfaway§WitHLQQZTT[Z -
treatment. The preschool program emphasized.verbal interactio: i B
elaborative language code, perceptual .d: crimination;  con
tion, immediate reinforcement, development of motivation,:
.and delayeggatifieaxipn.;,Ihe,homg;viéitsfWergQ@g§e5bf“
the purpose of keeping parents informed, gathering:
setting edicational role models fo: er
op of the Early Trainisg ¥ %3

significantly highér than th
Groups 1 and 1I did fot diffe
experimentals also ocutperformed-the: °C
although ih the second jear.of public-schoo
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ITPA was lost. Thé experimentals performed better on achievemert ’

tests, although to a significant degree on less than half the tests.

The experimentals were also shown to be significantly more reflec-

tive as compared with the controls. However, no differences were

exhibited on self-concept, delay of gratification, or achievement
_motivation-~ -—The -conclusion peinted to- modest -gains maintained over— -—--

a four year period. The Project's seven year follow-up showed that '

by 4th grade there was still a significant difference on the Binet
between-experimental~and~control children but that-all differenmces on - 7
the ITPA and PPVT had disappeared.

Stodolsky and Jensen (1969) studied middle class and lower class children
-attending;a'MontessdriLSCHddl;'“The~program'stressed perceptualamd——>
-«u~sensory?diseriminationuaﬁdudevelopment-of«attention-and-taskrinteresﬁ%w*?”f
in a racially and sex mixed setting. No significant improvement was
found on the Binet by disadvantaged children attending the program-
oo - fOT —EWO -years; - teacher-ratings-showed no—impreovements: -either; - §ome ———==""
;gvrr«interesting%sociOmetnicadata_wasmneported##@380¢ial5¢kassxwasqan;k;%,gﬁga;@,
important factor in the choice of friends...middle class children
~increased=-the ir-friendshtip choices across social elass lifes” while”
lower class_children-decneasedfin;crossjcléss~choiqes~ﬂ7- el

- Berger (1969) ‘studied two ‘other Montessori programs -and compared them ™ "~
~5m~~wwi£hw“traditionalﬂfprek%nderg&ftenwpregrams;%~Aftrehdutowardwbetter—w—~-*—
. ..performanee on perceptual :discrimination skills was: noted -for—the .~ 7T

‘Montessori children; the increase '"was chiefly notable for the L
children showing minimal perceptual skills." " 'Both groups made
xfgainsf‘roughlypcomparablEéﬁon”thefBinéﬁT'*Ndﬂcléar*trehﬁELWéféfhoteﬂ~¥35*;‘
'~~~¢on;pérfotmﬁncewof:cogﬁfffVéitaSks;-iﬁdééd;v¢bntfbls*pé¥£ofméd?bétﬁéﬁi4~~
»..uﬁ;inysome~¢qses-than+did4nhe»MontESser&leXperimenEals;»ﬁBergepweone%udes*

" thit the main variable in all projects.is the teacher and not what

Etheﬁcurticdlum'pg;Sﬂchlmay‘bév1abe1edlg;“Pupi1_outcomés;arejlargely. v
uh-ngkdgpgndént,upohLtbemindijidua;atetherstmedeanAS£ructgfiﬁgﬁ§hexe1"&-~::“'

- ““-roomTenvironmént; “her teaching ‘preferetices” and capabil ities''and "the
_resultant. learring press.'..Certain.characteristics-were-consistently - -
ciate i th ‘achievement: . oral language -stimulation by means.of ...

‘ :m environment including
e~£féiﬁihg;gfiegibié“éh676b¢n¥éﬁdedf-“' 
reﬁiéfﬁéébﬁhééﬁééﬁféﬁhs,éhb@edL;WW”‘f“W_

fid-curtosity ito ‘be negatively -~ - "




-92~

by the third grade. The Project children also scored significaritly
higher on achievement tests in elementary school than did controls
and maintained this significant difference throughout the years of =~ '~ ~ '
follow—up,'includingﬂthirdVgrade. ‘The experimentals receiwved- better:
ratings by elementary school teachers in academic, emotional and
social development than did the .controls; -this difference was-main-- ... - -
tained throughout the follow-up. Weikart attributes these results to:
(1) "The use of a theory-based (Piaget)LCurrigulum_permittgd‘qom@igi_ o
‘ment to~amspecific~framework"which“set 1imits~for-classroomgoperation'~ Cem
and provided a challenge to teachers to select appropriate activities,
to match their program with desired outcomes, and to direct the total
classroom operation toward support of the theoretical ‘goals." (2)
Staff planning, team teaching, and-teachers’ commitment.  (3) Teachexrs—
'“-werefsupervisedfby“aﬁ*experienced'teacher;and'byﬁawmemberﬂof~the~re-fﬁfif-_m
search staff. (4) Involvement of mothers. in the educational process.. .
combined with teachers' focusing on children during home visits. o
(5) Heavy use of language. : :
Weikart (1969) also conducted a-''Comparative Study-of.Three-PreschQOL'-Q
Curricula"™ for functionally retarded disadvantaged children. Chil-"
dren in- group ' 1 Were_given~a'"unit—based“'curriqulum:emphasizing;M~'ﬁ"“* L
m;-m»soeialmemotionalwdével0pment~andaa«@Onsiderablefdegnee»oiépermﬁssiven«w~~~“m
, ness. Children irn group II were providédgafﬂcdgnitiyelyid?iented"“Lf“” o
—— --curriculum-developed by“Wéikartﬁandfemphasizingf"véfbal*bbmbafdment“‘“*"*““
‘:“;andfsqcidténamaticgplaY;ifehildrquinTgrquptIII:WEFEfgiﬁenfthefBereiterﬁmﬁ:.
Engelmann language training curriculum. .Children in all groups re-
ceived a 90 minute home visit teaching session every other week.
——-—Testing om the Binet-after one yedr's treatment showed no differences--
- ---all-ehildren-gained subSEantia11y4and4mbreuormleSSGeQualiy}~5Téaéhef"—"~"'»
“wfratingsfaksofshowedvnevségnific&ntﬁdiffﬁrences.-*Wéikarff¢qnc1uded:;f%%' o
R that;w”ﬂlhe;choiCe_of‘a;curriCuLumwfxamewark.isﬁonlyﬂoi;minor.imparau_f‘
. tance as long as one:is.. seléctéd;é}AJEithérmfﬁe@ﬁééhahicélfaﬁplidéﬁidﬁm
-~-o£@anspeeificgqurrieuLumweae%he¢busymefaeern'withwadministfativewprq~f¥-v;7

—wewyeﬁéiLunew»¢~Thewperessgp£GG§Ea@ing+§adﬁmheécreaﬁi&e%agpiipation of- - ezt

cedute that any program operation entails will doom a pFoje€t to - . -~

lected.or.developed, is..
mmended Ehat progiams:
< intensively abcut-each . =
_process-=''create an . .. e
»n@tﬁeﬁhomé;q¢(3}da1;ﬁ L _
in: the itotal operation-=
- and staff is the key

~atmosphere:.of-s; o: fox: int
- “low each fndfvidual to be creatively
"the human involvement of concerned te

- ~element in-program‘success
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kindergarten and of first grade. However, children in early child-
hood oriented programs did no better than controls. Neither cognitive
nor early childhood programs improved the self-concept or physical
developnent of experimentals over controls. o o '

Nedler's study (1970), '"Early Education for Spanish Speaking Mexican
American Children," compared three treatments for disadvantaged
children whose primary language was Spanish:. (1) Daily three hour

_ "bilingual program of carefully sequenced instructional activities IR

/ (curriculum developed by the Southwest Educational .Development. -

‘ .Laboratory).emphasiZing,language,ﬂperceptual;skills,Mproblemwsolying,
and self concepts; (2). Parents of children in this group met regularly
with the staff to discuss, in Spanish, issues of child health, nutri-
‘tion and s&ducation; (3) .Children- in this group. attended a !'traditionzl". . -
program for ten-hours daily in-a daygcaré,éenter;yhereESpanish¢was .
-permissable but not emphasized. Pretests found that on a nonlanguage -
‘test of intelligence,'thgse‘disadVanqaged“dﬁildrén'perfprmédTat‘ S

_:;_«dievels.well;witbin‘the;normal'rangefbutfthatjon a language.test,” ="~ o 1

they scored beiow national norms for middle-class children.  Post-

‘tests’ showed that éﬁiidféﬁfiﬁ'gfoﬁp“i"ﬁéaeméiééifiéahtfgainé_in per-
formancé”on“the'Leiter“aﬁdfPPVTTWhéféagﬁdHildréﬁ7inTEHé otheér~two™ " 7
groups made-modest-or no-gains.w -~ R e e -

The studies cited in the preéceding discussion are by and Targe more
‘carefullyrand séientifica 11y deésigned and ifiplemented than many others
‘in the field of cdmpensapqry_eduqatiqn¢;eséétch1¢;still;:manyMSerious»“_i
problems remain that must be considered both when ‘interpreting the .
... resul tsy (1) In T

ts of the studies and when planhing future projects.

"several4$tudies,isample’sizéfiéfspﬂémallitﬁatffééﬁlxé”éhbu,_._ - be
"WidélYﬂgéhefaliZéﬂylz(2)ﬁIn,ményCofﬁthe;studieSywtheﬁteét%pf&é@ﬁemﬁg*Tw

f”;“w““Come'W&S“iﬂapprgpri&tefﬁaifherfbécﬁusefifﬁwasfoﬁlyﬁdiStﬁhtTy*:étated“f‘*;
T e the objectives of the program or because it too closely approxi- " -

 mated the-program's curriculum. (3) Inialmost all.of ctl € studies, [T . .

' the;tﬁégtmentsQCQf;ekbéfimgntals;gnﬁﬁorgchtrpls)4waSQJQadequately¢:.Tg“a
'“'”““”Tﬂescribeduﬂycne.venyﬁﬁbhmDﬁEWeék79333ﬁé§ft6_Iabél*"trﬁﬁiﬁioﬁaim?”3”“?'

. (Di Lorenzo-calls it "eerly.childhood") anything not whatever--it dis ...

2R SRR . g P R

e
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have been able to improve, however slight, the cognitive performance

" of disadvantaged children has reinforced the belief that early child-

hood is indeed a crucial period of development and may in fact be the

most effective time period in which to try to influence development.

(2) The understanding that the greater percentage of development has
- not only taken place by the time the child reaches school-age but—" "~ """

that it has probably occurred before his third birthday (observing
the 4-5 year old in preschool programs,. we cannot_help.but._ see that. ..
-his persomality as well as his learning stylé has beén estdblished .
to a great degree). .(3) The enormous .need for child care. facilities - _
for children of working mothers had led to the necessity of defining. .. . .
appropriate means of,dealing,withwthesgwghi}dren:inﬂgroupusettings,_

Dusewicz and.Higgins_(197l)-summariZe;theTStatUS’ofithe;results;bfﬁ«iilih—ﬁ
_research in this area to date: !'Although experimental .evidence.exists
in support of the hypothesis’thatﬂappraﬁriatedsuppleméntary experien= "
““”””“ceswatmanfeafly'age*canﬁresuit”in*cbnsidérabiyfrépid“%ﬁd“%igﬁffiéaﬁt“”i*“
-~~<f~increasesfin~behavioraLwdevelopmentramongﬁchildrenﬂfromiimpQverrshéd::”ﬁf%r:
environmental conditions, by~farfthe'majorityrofmsuch“program'“have_*" :
met with dnly marginal success due to ‘a-variety of Teasons principal
. of_which seem to bez:'failureuto:concéﬁtrate“onsthgﬁlahguagéﬁdevelbp;;;.“1f
S menemoffehesegchildren;+and—sEantiﬂgetoevia&efeﬁThe*questién%re@aingjjv~@**
~ however, ds to how .early. in the'aiéédﬁap@agedichilaks]lifevihtefﬁéﬁe' '
“"*““”tion“shouidwtake"plaCE'iﬁ—ordér“tbfmgxiﬁizéﬂfﬁéjéffgafivenéSS'ot such

a_-program.'t . .

i em eet - B T e e R A e T S L

T [PPSR

The infant studies cited in this section attempt to determine ap= .
propriate”age ranges for imtervention; What kinds of training shotld. " "
‘béftfiéd;~andﬁhow'infants-respcnd toFSuch"trainihg;‘”*f:"‘ e

" he study.dealing with the youngest- group-of children--1-6 months=of - =
--agg4éismWhimeﬁ§§£ﬂgssiandﬁBeér;wL968}'“&nformalwﬁdﬁcatibnﬁduting"thefﬂ

¥ ‘\_’ftl'_l‘e’"f'”f:f —

y "development i
d:




We thercofore attempt to design the interventions of each succeeding

year sc that they mesh with prior eveurs.. Furthermore, we recognize
the cumulative nature of the process.'.

In A COmparatlv Analysis of the Piagetian Development of Twelve
Month 01ld Disadvantaged Infants', Honig and Brill (1970) had three
objectives: to change the cognltlvc processes available to the child,
to specd up the acquisition of these processes, and to help. generalize
the applicability of 'a cognit
population consisted of 16 black 12 mont

h-olds who attended a % day

2
program at Syracuse Children' § Center for -a mean length of 84 days
and 16 black 12 mont

h-olds who received no treatment.

The experi~
mental infants were in a program W

hich provided 1 teacher per 4
infants, which had the teacher responsible: for-"care, loving, and

lessons,' which emphasized language skllls, and which gave the tea-
chers intensive training with etfiphasis on Piagetian concepts’ and -
tasks. When the experimentals were compared with the controls after
six months, the experimentals scored slgnlfltantly hlgher on ‘tests of

“"Piagetian tasks and scored higher ‘than, though ‘not 51gn1f1cant1y, the
controls on the’ Cattell. : o : ‘

jPalntel (1969) studled "The Effect of a Structured Tutorial Program
.on the Lognltlve and Language Developmentof’Culturally Dlsadvantaoed
Infants.'" She points out that "Research studies have shown that
although significant differences are not found between infants of.
differing cultural background by the age of 15 months, such develop-
‘mental deficits are well astabllqhed even by age three yca rs.'
‘Painter’ populatlon consisted of 10 experlmentals, aged 8- 24 months,
who recelved individual structured: intellectual" stimulation- within
their homes for one hour a day, .5 days per.week: for one year; this
stimulation emphas14ed language - -and conceptual development., 10
‘matched infantsj; -8-24 months old, _recelved no : treatment., PesuLts
ishOWed ‘the experlmentals scor1ng slgnlflcantly higher on ‘the Blnet
_higher but not signi cantly on: the ITPA 'and Merrill- “Palmer Mental

. Tests, and hlgher,about } 31gn1f1cant1y:hlgher—On‘conceptual develoo-f
.»ment tests.lg : e : 2 :

Schafer s."Ihfeh

A FuiToxt Provided by Exic [

{ve schema to new sets of- ‘stimuli: Their,



N . . .

Dusewicz and Higgins' study (1971) "roward an Effective Educational
‘Program for Disadvantaged Infants" compa ared 35 children, 19- 238 months,
in two different treatment situations. - The first group received 70
minutes weekly of tutoring in their homes. The second group partici-
pated in a four hour daily cognitive envichment program (away from
their homes) emphasizing massive stimulation with the aim of dCVulOplng
acutcness of sensory perception and discrimination. Aftexr 125 days

of treatment,. the two groups were tested.. Both groups had improved
considerably, but the second group (in tho Center cognitdve program) S
scored significantly higher on the Slosson.Intelligence Test and on
the PPVT. Another finding was that. age of subject was not a signi-—- - .-
. ficantly related factor in gains, suggestln" vthat for the tvpe of . N
program utilized in the present study a limit has not as yet béen

reached here as to how young the youngest cap be and still demonstrate
gains comparable to his. older counterparts. o ST e e

‘Caldwell et al. (1970) report on: ”InfanL Day Care and Attachment ''a
study to determine whether there were basic differences in. -the- surength
of attachment in a group of day care and a comparable group of home -
reared 1nfants.f 18 infants were prov:ded a daily day care prowran at
the. Syracuse Children's Center, a program’ which aimed to create an- -~— -
_environment . fosterlno optlmal cognltlve, social’ and ~emotional "’ develop—”
ment; enrichment was provxdnd in a. conLext of emotlonal warmth, trust,;
- and enjoyment.  Thése’ infants were in the program ‘for a méan duration
of 18.8 months. The comparison ‘group-- was composed of 23 children: with
no day care ‘experiences. ' Tests employed 1ﬁcluded‘an 1nten51ve semi-
structured interview with mother and child, a home visit 1ncludlpc an
1nventory ‘of home stlmulaLloq, the Blnet or Cattell nand” behav1orvf
raglngs of: affiliation : hostlllty, dependency, etc.. .Results showed. ,
no’ sxgnlrlcant dlfferences on any ofuthe ratings of child's relatlonwf,m,;f
“ship with mother or. of child's attdchment’ to mother or mother’'s: at-" .
o tachmpnt ‘£O'! Chlld.},Chl”drenSJ devalopmental' evel bore llttle or no‘”

$AFuiToxt Provided by ERIC
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‘for the children, emphasizing verbal and environmental stimuli,
(2) an assisting mothers program with a curriculum intended to change
the mother's behavior in the direction of a strong positive influence -
.on the child's intellectual-development,A(3)uawfather's,programw“ J e -
providing cxisis counseling, occupational training and placement, and
education, (4) health education and care. Interim results show large
differences in intellectual test scores at entrace age; the mean IQ
of the lower class black children did npt increase as did the middle
_elass whites. After 14 months in the project, mothers showed clear =
changes in their food preparation behaviors; 58% of the experimental =~~~
. fathers have enrolled in dccupafibhal“bffgenerél‘edﬁcatibnal“prograﬁs"“‘““
whereas..none of-the controls have. . e e -
Gordon's (1969) "Early Child Stimulation Through Parent Education"
;jafwasjdeSigneﬁ_to)decermine;ifqphe_usefoﬁﬁdisa@van;agédzwomegﬁas‘Pgrgntﬁf;j” 
N Educatersﬂof,indigentamothersgofninfantsuwouldqenhancg_LhewdeMQlop;,u,,mm@%
;;d;;menpgqg;;hg;infangggénglgxrinngéﬁeeghe-me&hg 's. competenge. and sense - . .-
et O f self-worth.  The population consisted of 216 milies with infants’™ o
‘r3<24:months~of>age*pluSw60;control:familiesvwzf%$e§imenﬁétfmothers-zfsé.i

were_iﬁs;xpcted,by;paraprofess;gnalgEagenggEdq_aﬁqrs;iq45timulat40nﬁv; o
exercises, and QOHQQmiﬁantjéttiﬁudﬁsga,Ihe.SEimulatiﬁnséxéﬁﬁiéééarét.Q~j T

glaﬁedﬂtoiobject‘pérmaneﬁde;wévehtUalldonsefvétigﬁ;Tiabéfihg,gndﬁﬁéd'
_4ww@ﬂasggdals;édgﬁitiVéﬁgnqwgﬁﬁand;deyélopméhtxQﬁgfgglings;Qi;adQQUagy;".m;

._W“ReggltévshbWed:f_Lll;Childrengwhgsg;mQthers;ﬂere;ianxpjeht;nE;e»_;;w~”.w .
“i‘spﬁériof’fa‘adhtfarjéﬁiidféﬁWBﬁ*fﬁe“Gfiffitﬁéiméﬁtalfnévélppﬁénfj‘““: o
fSéaIéfandfon“lqcally”developed“teachiﬁgyma£€rialsff~Chi16reﬁ“with***~“”

~ -+ ~mothers in the -project: 'i'~ﬁf§m:?§hefbgg—:iﬁniﬁg“fQil'ﬁ:;WhQﬁ-‘,enﬁﬁ,r'¢d1~+ﬁh.éa he~: v e
Tf“*'“chitdeanQHefyearfﬂidfw%EéfSQP?TiQr“QQfﬁhéTﬁeQthﬂngﬁggtial3.p»
';chtrdls,ap“ageng.bu@ﬁchi1dreanfﬁmgt;exsfwhq*hadgoﬁlyﬁtheﬁfifStn o
9 months (age 3-12 months) ?éféwﬁbﬁi“flefEkﬁériméﬁfélfﬁﬁthéfsffélff“f
" “they had more control over what'was happening in own '
' (3) Sex role expectation : o
“her- ideal -iAfiuences- childbs = o oo
! Thome ‘relatés to

‘happening in their own lives than’ -~
' s and :mother's

. ‘rélates to mother's view:
ast différences in child -
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program was implemented by thousands of different people in thousands
of daifferent settings. Thus, no such thing as Head Start per se

ever existed. Instead, ‘there were numerous interpretations of what’
Head Start should be and did in reality become. However, the one -
thing that most centers did have in common was their avowed concen=
tration on not one but all.aspects of a .child's growth--as-well-as-—---
concern with his home and community. R ' ' ) L

In the same-way;that,ﬁead Start programs- varied from-center: to-center, = """
so did evaluations of Fead Start vary. Findings have been quite mixed
‘but in every case dependent upon the particular program under study.
Few attempts were made toO assess'the_entire”Project“as“a_wholeh;.Ihe; L
Westinghouse study was one exception. ‘ - ' '
The Westinghouse Learning Corporation (1969) conducted an .ex post .
facto study focused on the question: - “Taking-the program-asa whole~ :
ﬁ»-m'aSAitnhaseoperatedwto*date;fﬁo*whatwdegree«hasﬁtf*hadfpsYtho%ﬁgicalfand“****
-%vaewiht31le¢£yaléimpaexaonﬂehildrenrﬁha;4hasape£sis&edwiﬁéeﬁﬁhE@pﬁim&EWP"»ewf+—
‘grades?" The sample consisted of children from 104 Head Start-centers
-who-at ‘the-time of testifig Were in~1s€;72nd; and 3¥d grades.” "In"ad-"
vwvm%~dition*tq:teﬁting;theg¢hildren;uparent”;and*direptorSﬁWéréfihterviéwéd@f—ﬁT
NW»@.and*pximarngrade;teachers~weregaskedFtéfnatéethéﬁchikdﬁeﬁ%eémheg#_Gs¢~weﬁ~

~ sults show=d that: . (1) Head, Start childfen who had attended full . =~
-~w:~year~pregrams7and*wereCbeginning4grade~one*ﬁere”signiftcantiy*Supértb T
g "t9”°9n§§9¥§TQF-MétrQPplitanQReadiﬁQSS;EEStSSjf?)?ﬁﬁithﬁtﬁﬁgadTStattﬁ31fpg*f
‘children from full nor summer programs and currently in second grade, . _
.ﬁéiémgféﬁifiaéﬁfiytsuperior.tb”cbﬁtrQISTOn‘thefstaﬁford'AchieVemenE‘f
. Test; «(3)-Head -Start -ehildren-were-mot-s ignificantly-superior-to” 7

cqntrbls}atiany'grade;bnktheFITPA;J{#}eno4differénceswappearéd%dﬂﬁthew
»&»qunhiIdfen!§fSelfiCpnéeptglﬂdex#erﬁeﬁftézbherfratihgs~bf&desirefférﬁigfﬁ R
. aqhieyemgnt;.(5);parentsﬁyoicedﬁstrongﬁapg;oyalh-.Agalysgsﬂibr;subggwﬁ“,
.. .graups.of.the nat ional.:sample y €O ncernq_ ng ‘full.y earvpro g".y_:ains: Ure-. -
- istical igaificant -differencessdm-whic -

d-higher-than = -
patterns for.certain. ... ..
raphic region, .
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being at the concrete end of the continuum in their belief systems.
As described by Harvey et al. (1966), this type of belief system
tends to: be simpler, be more prone to polarized evzluations, depend
more on authority..." These teachers left the classroom more often
than "abstract" teachers, talked to adults ¥ather than children, and
indulged in behavior unconnected with teaching.- ' :

A series of seminars involving researchers, practitioners, and adminis-~-
trators and focused primarily on Head Start was reported by ETS (Grotberg,
1969) in "Critical Issues in Research Related to Disadvantaged Children."
Several suggestions for Head Start program modifications were made:
ﬂintensificatioanﬁ_family.ihvolyement.and“emphasis.on.strengtheningrwb-“ -
enduring emotional ties between child and family; use of older children
_With;yqugger‘children_in'and out of school; heterogenous grouping; es=_". "
tablishing programs in a school or a center rather than having isola-
ted classrooms; invitations to community-models to visit the class- —- -
—r&--ewroems;~~Some:goodwreviewswofwreﬁearchwin%thismarea*aré*fouﬁd@throughoutw““
e the ~document.——-Severalwpoints—ar e-stressed—among--them:—Tre search-prom==—-=
. wides. evidence thatvﬂparentsfihfluehceuthé'intelléctualy-afféctiweg R
and. interaction patterns of -their childfen by the-nature of the parent- -
--Jchild#relationship;"h;Areas~of-needed?researchiare'diSCﬁssedjﬁtWO“ofMHf'“”
~“~;*~Athese—a:e;,mthevneedatoTexamineubehaviass~oﬁfﬁeacherseaadesmedenisewfawfuw

h_;(ngc;glggjgwplgpned fof)ﬂwhich“afise“ffﬁﬁ"the“"aétiVitY{séftihgs” ,
e ~-~teachers_provide;"fand*"RecurringfemphaSES“on'thé*relatidnshipfbf”"'”“
--#wwnonpunitiveness;facqeptancecfandjindirect”CQﬁtr01Mtbfimﬁroved"étﬁaént'“ -

.perfgzmanggu§uage§tythat'mqre.atﬁentiQnapught to be given now to enable

teachers to develop and use such styles with skill."

i - -A different  kind -of-multi-faceted program ‘is that reported on by Lally
— ;uf*ﬂ&n§~8mith:£1970)3:?FamilnytyleTEducatiqﬁ:QwAxNew;Concept;for;Prgﬁ::t;:;.;
: ~fs¢hQ°lmcla§sf°°meCQmBi#inngnltifAseaGreupingvw&£hﬁFﬁeedemfef—Méwe—~a~r~
e mqnenvamongﬁ01assrooﬁsfﬂ}JEhiSafull%daywpregramﬁpfevides—ehildrenéwith4w-"-
Nﬂﬂwwwwﬂdai}yéeéﬁtact-with?éﬁhérfchildren%6fﬁV§ry1ngtages"siﬁiiarfto%thgff*¥“f**

' contacts’ that arée typical in family. setti #8."° Also, the children are.
5. : ; ~specific: function~egsss -

_usglg;napm;g_ﬁégseﬁSeﬁpercbpzignﬁropmg;theKCreativemgxppg§=ﬂ_;
N Sreliminaty testing shows no Tise nor decline on the Binet
Teacher reports of ' ery .positive, noting in- I
balizat - Admp: ¢d self-concepts, peer teaching. ' :

.. .. free-to-move among -several-roomsyzeach
.o the large cle. '
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attempts to assess its impact. Numerous articles and informal
surveys have attempted to evaluate one or another aspect of '"Sesame
Street', and one formal study has tried to test how well the show is
"doing in teaching those things it was most intent on getting across
" to its viewers. The latter study, "The First Year of Sesame Street:
An Evaluation', was carried out at ETS (Ball and Bogartz, 1970); it
focused on the following questions: 'Do 3-through-5-year-old children
who view Sesame Street at home or in classrooms learn more than com-
parable children who do not view ‘the show? - ..what characterizes
the children who learn most and least from the show? ...what ele-
ments in the show seemed to be most effective?...'" The population
- studied was mostly Edast Coast children in either of four categdries: =
educaEiOnaLLyadisadvan&agedrinner—city,;educationally'advantagedv, — o
_suburban,vedugg;ional1y,a§yantég§d_and.gducatiOnally;disadvaﬁtaged
rural, educationally disadvantaged Spanish-speaking. Sites chosen .
_for_study 'were not representational, rather they. contained.children

o qfwigterqu_ggi"he”Chﬂidren's,Televis{on,Worksth,(the producers .
of SS). Instruments i@clgdqg»gests Of_skﬁllswtagghtﬁhx~ss_(ggs,,~
Body Parts, Letters, Forms), a parent questionnaire, récoxrds of .
.amount bfégs,ﬁiewihg,.obéefvationsL:£-Chiid?en?iﬁféiésstoéms;wheye-féffw~
SS was being used, frequency analyses of ‘the content of. SS_shows, and..
‘a teacher questionnaire. Results showed that "those children who o
watched SS more than 5 times per week performed ‘better on.pretests. L
°_ than those who watched little or_no. SS;" that when _children _were not ...

- Amh_Jencourggedﬂtojwahchﬂssmgg,hgme+ﬁ5Q%mWatchedwgnce;a\week,¢twicégé;meek,ﬁ5
o - or not at all; children in HEEHWSféfffﬁfbgf§ﬁ§“ﬁﬁé7%éfé7§ﬁ€bﬁtagéd'“wm'

- - 'tO"watch'SS“nevérthelessmdid“not'watch*frequentTy;fthatffdf?éﬁiiﬂréﬁ”“ —
uferwpmwwhOmwatched;SS:theqmostnyducatiqnalQEeleviSion3Netwdrk1Niéwingiwas-“vux

. .- - _-—-an-akready established-habit-at-pretestr-time; .that. children: who o I ™
- ;g,wdyapgheé@ﬁ§wthg.m9$§jgame'frqmlﬁamiliesawith&a positive educational--. . _ _..

__.  climate ‘and had more _personal’ property than c¢hildren who watched less.
| 'For the total sample there was improvement on recognizing letters,. .. .

L . reciting the alphabet, recognizing and ‘naming - forms. and numbers, but- .
Ve B - ~n0—-i.mpl?ovement~on "t‘ «vO«f—“]':trit~ia=1V~Sounds'“"F0r~~th . " . i

' ple (731 chil result ' gt th
.85, the more 'they.
! sample: watched: SSTless than™th
" disadvantaged children rated; on
. watched it very- little. = . B
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locks until the voice-box gives the user the name and/or the phonetic"
value of the character. Arrangements can be made such that if the
machine names a letter-or gives its phonetic value, or both-only the -
appropriate key can be activated, the rest of the keyboard being .
locked...The machine can be réset-so -as—to -display some-word; -per- - e
haps with an. appropriate picture on a screen. to the right of the
keyboard." The authors have reached some preliminary conclusions

on the ERE: (1) The primary and secondary effects of using the :
ERE are positive and at the least have led to no untoward side:effects;

'(2) speed of learning reuding and writing seems. positively correlated
with the maturity of the child's SPeékiﬁg—listening'abilities;‘(3) '
children who enter with high scores onf;Q.and,eXcelledce of speech .

tests do better than .those whO‘entermwithrlowerwoﬁes;f(4)wthe”younger*?f7
the starting age the better. : - - o : :

. .-- 3. .Guiding, and Utilizing the Affective:Develop

--As: -suggested above,  t
_education_programs_ is . :either. to.change th
taged child's intellectual or cognitive:.ab:
achievement levcl so that'he-i ~meeting
sehidol grade level. Given: o

lectual and academic_success.

héﬁdbﬁécﬁiyé¥oﬁﬁé¥ﬁ¢s

T that these prograné would ‘intervere’
S tiesof socially:disadvantaged chil

1 Text Provided by ERIC
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they have been inadcquately socialized toward self-dirccted learning
by punitive experiences either ir the home or school, two signifi-

caunt socializing agents for the child. Thec child, as a result, be-
comes seli critical and tends co avoid stimuli asshciated with .
failure and negative reinforcements. Katz also suggests that the

high, unrecalistic aspiration that rescarchers have found socially
disadvantaged children articulate is possibly zn ''adjustment to
failure.'' Then, if the child finds that he cannot achieve according
to his sense of his own abilities, he becomes increasingly demoralized
and tends to avoid situations where he can fail. Katz posits that in
desegregated classrooms which systematically offer positive social
reinforcement, the bLlack child can measure himself against more acar-
demically successful white children without beocoming demoralized and,
thus, can gain a more accurate self concept. In such a classroom,

the child can gain the self-coantrol or celf-regulation by which stan-

dards of excellence are internalized and, thus, will be betterx able
to achieve. i

It has also been suggested that a predisposition toward a sense of
personal contxrol-of the environment is strongly associated-with - -
scholastcic achievement. Coleman and his coworkers in Egquality of .
Educational Opportunity, (196€) found this sense of control related
to academic achievement in both whites and blacks. They measured
three types of student .attitude relevant to academic motivation:
junterest in scheool work, self concept of ability, and the student's
sense of his own control of rewsards. They found that for black
students sense of control contributed to variance in verbal achieve-
ment at different grades two to several times as much as any of the
_ other two determinants oI student attitude. .Moreover, the correla-.
. tion between sense of control and achievement was stronger  than that
of any family background factor and achievement. The Coleman Report
" j{ndicates that for blacks sense of control was little influenced '
by home or school factors; the only factor which seemed to affect’

it strongly was the proportion of white students in the school: as . -

_ white students enrollment .increased the blacks' sense of control

" grew stronger. Despite the extensiveness of the Coleman Report, its
findings are based on empirical correlations, and the relationship
between sense of control and other attitudinal and motivational
_factors and academic achievement can only be inferred. ’

- :

Either from a lack of knowledge about how(fovﬁanipulate ;hesexfactorsnf,
or from a skepticism about their importance,;planﬁeré;bfkcompgﬁsatoxy“;;jﬂ

education programs have .tended to relegate inte:vénfidn>intovthgﬁ

affective domain to a secondary'rolé;,*lnftheirginfluential,sﬁgvéyéfw?g

of exemplary compehsatory.educaciOn_programs;‘Hawkridgeﬁandihisf
associates (1968-69) discounted any programsFWhich$5ﬁccessfult”
proved the child's attitudes, motivatiqn~and'§e1f;concept§vFTﬁe
criptions of the programs they identified Highlight various’ec

and instructional strategies for bringing about positive cognitiv
or academic changes which are measurable by traditiornal ins't

Aruitoxt provided by Eic:
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There is, however, evidence that the crucial variable in such pro-
grams is not the nature-of curriculum or instruction alone, but
rather the program's input in the affective domain.

Zigler and Butterworth (1968), in their. study of the motivational ..
aspects of changes in the intelligence test performance of disadvan-
taged nursery school -children point-out-thatra-number-of markedly
different interventions all result in significant impro vement in IQ
test performance--as the Hawkridge survey later confirmed--and suggest

that this may reflect the common impact that such programs have on

the noncognitive factors which they maintain -alsa influence a-test -

score. In their study, an -experimental-and a control group of low -

... - -socloeconomic status nursery children -were tested -twice at the be— ———7"
ginning of a school year, first.with_ a standard test procedure and . -
next with a text procedure designed to ‘optimize the child's motiva-

. . tion-to perform-well. «Aftenpa-yearuoprreschoolmactivities*designeds-
to ready them for kindergarten, including many pleasant and positive
‘adult contacts, the experimental children were retested with both
-the standard -and the optimal test procedures: It was found that "~
they did not. show a significant”improvement”overVthe_control.groupw.
in optimal IQ from fall to spring; however, their standard IQ in
the spring rose significantly at the .05 level' toward the fall op- T
timal IQ. It wbuldfthus'SEem_that,thérguWéré_ho changes. resulting . ..
“from the cognitive-achievement factors of the program--for this to .
‘have been so their optimal score would also have had to improve-=- ..

but, rather; that the improvement was a-result of'thevprdgram's
fmotivational-eomponeﬂtsgw:Thesinvestigators-maintainwthat=the'primary4”'
"_.benefitﬂgfysuch.aiprogram‘is;xhuswnotﬂtqwincreasewthefchildlsnpate,.Aﬁ._u_ﬁ

of formal_cognitive-davelopment,—but rather -to motivate him-to use--- -
the intelligence that he already has. By appealing to_ the need of _ . ..
disadvantaged children for-the praise and-attention-of-adults, "this " =
© Tprogirdm ‘séémed to reveérse theé syndrome associated with disadvantaged -
children, of being less motiﬁatédffbrftﬁé_sake76f_éorreétﬁésé_alohé, T
.awZQ;Eaﬁd;Gthgingmwilling]tﬁgééifléufoi;lessetﬂlevels«bféachiéiéﬁentTthan
R middle‘class~chi1dren;wand-thus=was‘able‘tq_socializeftﬁg;qhilqrenfto*
'*““’thé’iaié-af"the‘sucééSSEul*ééﬁaéﬁE’Gﬁb*éaﬁ“advancé*iﬁ“shh061‘bécausé““' -
ofshisHdé&fteiénd“daﬁacityftofopﬁimélfy*”érformﬁiniteS£Féitdéfions;ﬂ~¥¥fLii

There was ‘a similar outcome in a high -school tutorial program Im“~ - "
__BaltimorefKHagan,'1?70); In the summétfbfgL967,"thns'prkins Univer-
“,§itY;beg§B;afCUthia1Tprogtam_QQSignQdMLQ;éncpuragéminnerzqity;seqonée_"-ﬂ
n_wdanyfsehoo%ghoys%aboubfto&entexftheirwjgniOﬁfyearprffihish“highw‘¥4F7#~“?

| school in_a way that improyed their chances of lentering college.. = .

e - FOX f—ive--d-ays~p e;r‘---w'c‘:ek-.jovef;---:a}—’s%ix-ﬁietek -"P,er_i'-"O'd-'_‘ffb r two - summers--the: -~ "
.. boys regeived instruction:primarily in-mathematics and reading.~ - - -
'ﬂYffﬁvaeny:pthétiSatntﬁayfdﬁting;thé chiool year the boys met :

University-but received no formal instrictior. . A contr
‘“desigﬁat%dTthﬁhhdﬁha&ﬁhoﬁegdf@fhﬁse7eX§ériép¢ééfff'fo”

:thacftheregwerepno-dif&ereﬁéesﬁbéﬁweenﬁghg;tu;b;ial:ﬁnd?éégtféihbbysf~A

‘;onﬂagﬁievemgntga;_aﬂrésnltLofﬁﬁhéiprbgtam;faﬁq;ag.[;mat;egjdfzfact;h
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the grades of the tutored boys did not improve. However, as measured”

by a semantic differential, the California Personality Test and a

composite of teachers'. ratings, the attitudes of the tutored boys

_toward school were more positive than those of the control group. .

After high school, 82 percent of- the tutored ‘boys went -to college -

while only 18 percent of the controls did. ...What. seemed to have.

occurred -is that the tutored boys became more motivated to c¢ontinue

their education, and thus were more likely to obtain the credentials

that are iieedéd for social and economic. suécess.. .. - e o - T
-As is unfortunately the case with reports of compensatory education -
programs, information about the treatment in this tutoring program

____ is. .scantj.-.one does not knowy for._.example, how-much social-reinforce— —— —
ment or.encouragement-theaexperimenﬁalfgroupﬁreceived:during;them-frwurf~f
summer tutoring sessions or the Saturday meetings. What is more, '

fff”"t“aLthnghiFhevfﬂﬂgherfWbofheadedﬁthectutgring;pxograMJselectedethe¢ff:;ﬁ'n}

;dexperimengalw§ubjegpsuafterihaying;researched;eheirmaLtLEudeSxtoward:&aw;x

... school, .there .was_no p;gﬁeﬁtingﬁgjggttiﬁudgsxgandwsqﬁitiisﬁdiffigﬁkq5;§;:

to evaluate the ¢hanges Which may have occurred. ” ' ‘

TR L T T e FRE S B T L)
- e wae - . - .

_ The .fact_remains, however, that_those students_wh

‘;feélipgs ébQut_eduéétiﬁﬁ’héﬁ _ c e
compensatory education movement Davidsorn,

1 dents_who have positive . .—.-.-
> a greater opportunity. for..school. e

success. .Quite early in -the ¢
Qmw;w-*GregnbExgiahd;Gsryer;(19&2),LinwtheirjstuﬂywofuSuCCeszulﬁandﬁhnSQC=-
,ﬁ,_pessfui,schoolﬁaqhigyers=fromzlaw;incomeuaneasfwfaund“thammxhe*cogn‘»w%wﬁ
~“tive functioning of tRé two Eroups did not differ markKedly, but in
- '~'persbnatity'and*motivativn“tﬁéyﬂwére'q&ite“ﬂifferent.' This Finding =~~~
: -would seem_to;suggestathatmpeSitivefinterventianﬁin“the:affectivef””fﬁ:uf
;t;_“rv”damaig'CQEléﬂenﬁbleitheﬁﬂcademicaliyfunsgccessfulfdiSadvantagEt;child:;';
N utilize his cognitive and -intellectual -abilitiess-which-is=likely-==
"‘to be adequate for SCHOLA&SEiE success,” despite contentions of Jensen. .
“and other researchers. . . . . R - .

Q;ﬂu,vmﬂThe»mostﬂﬁétewofthyFins%énceQQf ﬁhé%directﬁcompensaEory*interventidn5*“
in CP¢W99“90891FiY%Qf@EEQEé_QEQléthihgZiﬁ“awschéplwénVi:Qdment;isfffj“

the research progfam'féf"rféd.biﬁRB&énfﬁhl éhd:Jggpbgenm(lgéa)‘in5
*PygmaliOniihwﬁhésClagsrbﬁm;xséaetég*rfhéihy@é{hésis}%HAtifEEﬁéxﬁzéféé**
‘tions of ‘teachers affect the intellectual development of their. T
- -w—-'students;#the*investigatorS‘admini?tereﬂfa“groupfintélligenée'tégtffff”
7 to_ eighteen classes of children about .to enter grades one.through .. ...
"-_M_Six,‘.IhesxeaChers,were;tolda;hatachéﬁtestwcould;predictdpoten@ialvvFamﬂ;
’1“”SpurterS?f(a¢tually-ﬁ*fiQFQQh)QQ&hdﬁwereﬁgiyen‘tﬁéﬁnamesjbffseverang 7=
—+... .children . who were. expected -to- makeunusua.]_ igains< - The-s tudents— -~ - =
7777 (20 percent of the children)-were randomly chosen, and in realicy

were no different £ om their peers

- ,m;;ggrggp;oquhiidfénj ad
" control group had an
- discuss’ their students at
= : of 5—Eh‘e_f_"’¢:b‘h-_t'~fd 1 g‘foup ‘ 71-."




formance., ,Ihg“ﬁgilgxesJCQ“repLicate_the_findings_of;ihefstudy-show -
that, for_the most part,_teachexs respond _to. the daily. inputs of. their. ... ..

/ ) . 1 05 - T

e

Rosenthal and Jacobsen argue that these data demonstrate that the

teacher's expectations of his student's success is a self-fulfilling

prophesy for the student. Since the publication of his study, a

number of critics (Barber and Silver, 1968A; Thorndike, 1967, 1968;

jephart and Antonoplos, 1969; Snow, 1969) have suggested that -the - -~

data gathering methods, the techniques of analysis, and.the presen-

tation of the data arc not sufficiently rigorous to warrant the kind

of geéneralizations the investigators have made. Replications of
Rosenthal's experimental metﬁods at Pygmalion's Oak. Park School have

failed to demonstrate the universality of the impact of teachers'
expectations on student académic performance (Barber, et al., 1969;

Claiborn, 1969; Fleming and Anttonen, 1971). However, no critic of B

the study denies the importance of the "natural! effect of teachers'
expectations on students' classroom performance; they are questioning

whether Rosenthal has convincingly demonstrated how "artificial' ‘
manipulation of teachers' equciations can produce “increased~IQ pexr- - - T

!

students, even when their expectations about their students' perfor-

mances have been raised. Again, this is not to say that the attitudes

and behaviors of the teachers do not affect their students' inputs; - S
it suggests, however, that the teacher's expectations are not likely.

to be altered by a student's score on a test given on one day when

the teacher has the opportunity to observe the student daily oVer ~@ —— - . e
long period of time. :

Even if the data and findings of the Pygmalioﬁ study are accepted,
Rosenthal and Jacobson demonstrate only that their hypothesized’ -

_expectancy effects exist; they, however; do not describe any of the

_events intervening betwecen the inducement of greater expectations --
~and the administration of their criterion post-test.

_that the: teachers' altered expec

‘tascéﬁfimmediaté;éodSéqueﬁgeﬁéfjaﬁdeéired"feleyéﬁt pupil
'L¢teésedvthe:erQQéhcy“aqgfdutatibn¢0£ﬂthé[dé'ifém
'fit1WasfaiSoffbuhdythéffbéﬁhgﬁéannﬁﬁngéﬁblés well
effectively increased the'r ! :

teachers' attitudes, and_nOt_tOfObserve;andlcbllect data.on.the.be- .. .-

on the classroom.behavior ‘of disadvantaged adolescents
(Cérmier, (1970), it was féund that the use of praise

. . ! The_investir»:
gators' interest in this study seems clearly to collect data to
document their hypothesis that students fulfill the expectations

of their teachers by responding to the behaviors which"reflect"their-'

haviors themselves. Howévgf:lin*ofder}fbrfthisksﬁudj to have impact.

on future~educati0na1fpractice;iit_isfnécéssary"at‘1east"to consider ~
what may have occurred in. the classroom. It is'likely, for example),

v ' ’tationsjéhcodragedﬂthemfto,pOSitiVéIYTf“j
interpret their students':ambiguous behavioral cues..: The teachers' o
own bchavioral'responses,MAY5HEVe”takén,ﬁhéff¢rmfof;smilesjot pat$;;~

»_of,eﬁcouragemen;gwhiChbwpﬁxdfbe;pQSitiVefrgiﬁfdp¢émeﬁf'gfganvfof-phe:1_ o
ﬂstudénts[_efforts,hnp5matpethQWQambigubuélye¢0rre¢t in ' obser
4=studebf\theﬂexperimenpgyfénahy ig’ the effect .0of:

£: teacher. behavior = . -

relévant behihvior

PO A v e Provided by ERIC
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second finding would seem to suggest_th?; a generally supportive
classroom environment can stimulate the desired behaviors that

students because of prior experience may not consistently demon-
strate. ’ Tt o ) o

.. . An-additional -finding of interest-in'the;Rosenthalwand*Jacobseh‘“’
study was the IQ gains of the controls; although their gains.were
not as great as those of the experimentals as. a. group, in some . individ- .
ual classrooms they gained as much as some.of the. .experimentals.. Why
this occurred is not clear;_however,»although,the attitudes of teachers
_ _toward the control group were generally. negative, it. would .seem.that. ...
the interaction of the controls with .the experimentals, who were
likely receiving positive reinforcement from the teachers, may have
.- been almost as potent a factor in-motiwvation to achieve.as. the. = s
positive response of the teacher. From:a research point.of view, s
it Ean'BeAargued’chat~the;contrOLsVWeref"contaminated"'by_theirf'“~~*ﬂ -
classmates -with whom-they -interacted daily,.and thus ceased to bera " "~
w«vreliablewebnttqlegroup;~however;4the<fact-this;isrsdmsuggestS“that:*'“““”*‘“
whatever :occurred in the. classroom-had a diffusion effect; -and. from - - -
; ~a“prbgramfﬁaiﬁﬁ*df:view*iéﬂaﬁ”iﬁﬁb?féﬁt?&iﬁaiﬁg?"“fﬁe‘Téhdéggag'mw‘
,_-e~studywnoted~abeve,;forfexample;ﬁaisoffoﬁniJthat“the&non?cohtfﬁgEﬁtff?f'““T”
___‘W;and;contingentmpraise:and;attentiohmto.thembargetsubéeetéagenetalizéd;—v*wt
and increased'the.releVantjbehaViorsudf_nOﬁitargétTStudenﬁﬁ;f_7f LTl

~Both -of tbese's;udies'atgleast’suggest'that”teachertbéhaviorSTarév”';'?1 T
factors in creating the reinforcing classroom environment needed. . ...

" £6r disadvantaged students to learn. What is needed is more re-

search which isolates -the teacher behaviors and“theTclaSSrcdm“cgndi=”
- tions which~are~mostmsupportive.ofitheFChild‘s4maximum*performan¢e;”‘““*

o umile there is evidence. te show-that_a socially supporeive classroom=. <.

‘can stimuldte desired educationdl -behavior, many learning theorists
. . have.long-argued -that—a.  tangible -reward-or punishment—im—a highly— "'~
N “structured environmént is virtually indispensable for inducing rapid. .
'v4~”“¥%9dﬂenduﬁiﬂgﬁQhanggsiin;bﬁhawiofy~paxticularly}mptivationwtoﬂrEpéati;ft
_..a particular behavior. . Many :small-scale.research studies of.pre

— T AT AT R AT

'“'éhoolflgafji g-of’cognicivg'caékaﬁ;vEﬁéﬁownTcthHJ:ig possible to _
-~ s move-a child along a developmental continuum by offering. imfiediate _~. .7

N ~f!¢5ncréfé:féﬁat §ffOr;a—taSk'sn“qeséfullym@etformedgandzthusgeo—reine~;f,-wﬁ
- - force-the -behavior- required~for perf yrftigs that task. " "Ii most class- "~ "7
' rooms: it has‘seefied to be imposs 1e tb&haﬁeﬁéfpersonieohﬁidgédSIy' o

amed :instructicnal. .

‘of a task would ‘b

_. . _op_an outside moni
... . has been in Pro
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age range from fourteen to eighteen and an average IQ of 93.8.
Case II was based on the idea that each learning experience should
have built into it a series of reinforcing steps to maintain the
students' interest. This meant, first, an- extrinsic immediate -
reinforcement in the form of money. Students worked on 140 programed
educational courses in 18 programed classes.. ‘When . they -performed. on - -
tests at 90 pércent or better, they weré paid off. With his earned
money, the student provided for his room, food, clothing, gifts v
. and an entrance fee énﬂ[;uition~féf¢SPQQialwclasses;—jAfber'oné~ygarj¢f“~
of the treatment,.it was found that the IQ gains of the students
averaged 12.09 points. For only 90 hours of academic work there was
an average increase of 1.89 grade levels on the Stanford Achievement .
Test  and 2.7 grade levels on the Gates Reading Survey. One would — —77~
~~-w—mwhavewtonassume~ehatwthe~program»motivatedmthesewstudents#COﬁachieve'e~~ﬁ~
and "re-socialized" them toward the role of a student.
—~-- .. - -In-essence, awseruceured~educationa1wenv&ronment~wasw¢féate&hﬁor“theﬁﬁw“*
«ewumu~séudenﬁs*Whieh#p¥ovi4@¢:b95h1€aﬂgibie+aﬁﬂwseci&&ere%néareemenm—ﬁne:sf+;~—
the student's social success was dependent .on his academic achieve-
ment. This total ecological approach :to educationdl therapy has not
oo =~ .been widelyfimitatedwalthough«itesugges%swcenCretemwayséin~whichﬁanw—E*“*
w_m;““_.edhcaxignal,envirgnmentwcangbewdesignedwtogpromoteﬁachievemenﬁwmnf_g;»wgw

Several compensatery tutorial programs have provided potent models - - -
- ..to -increase-a student's- opportunity -for-learning not-through posi- ===~
' tive identification with and support frpm—an{adult-tgaqhe;,_but

rather an identification with and support from a peer.

.wvﬂ-.wn_In'thewHoméwofkwﬂelper;ongram'(Cldwardy~1966)~in;thewlow-iﬁCOméféréé S

&ww—»ywsofuNgwuxo;kgmexpegimental-studentsﬁin-gpade9wghree"tp@sixm(50$percent#xmﬁ

Puerto Rican and 30 percent Negro) were. tutored either. two or four . ... .

. . hours a week. during .a. school year.by.-eleventh or twelfth grade tutors—- -
”ﬂMM“MM_LlQ%.Puerto.Ricanman@rlS%”Negrd);qHOn testing, -it' was found that -

L experimental pupils who~had Feceived four hours of tutoring per week L

——*‘: .—made st a. ’Ej::L_caLly:_sigqi,iEchnt gains_ 1) readi ng_ag@—s:seompaped with—--

control pupils This, however, was not the case with experimental ... .

feﬁﬁ‘Mﬁ#ﬁﬁsfigfﬁﬁaéféﬁéiﬁédTSﬁT?wEﬁo”.oufs per week. he tutors themselves

‘showed cofsiderable gains it reading compared with a contfol group. . -

T Sax-ethaié matching, of pupils with, their tutors tended to bring.abouf - -

vnreading@gaithforwNegr0~Pupi1$,félthdﬁgh-thisstrendfdid3notahold~form~
- Puerto Rican pupils. '~ o0 oo o e T T

.- ——Despite-the -academic-gains:for-both-pu yils and tutors, mo differences

e e s . E

n attitudes toward.school and. -

spirations, -or-social-values,
il réading imprave

d .attitud

Peace | project in'a Harlem elemefitary school (Fox, 1967)
. .students in two.'"sl Wﬂ”s¢c9hd-gtade‘clagéesfwereHQSEignéd two high

" In the "Peacs Corps"
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'—““““*youth"“placement*in*a ‘desegregated ~gchool or - class has had the e
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achievement fifth grade students in the same school as ''buddies."
It was felt that the second graders, with the1r need to identify
with a successful model fulfilled, would show an increase in motiva-
tion, achievcment, personal and social adjustment, and positive
school behavior and related activities. The second graders showed
a more significant improvement in reading achievement and school
attendance than a control group but data relevant to social and per-
sonal adjustment did not consistently indicate that the- second
graders were developing positively. - Teacher ratings were negative,
especially in the arezas of. peer group and classroom partlcipatlon.
...Possibly the tutorial relationship inhibited--the..young .- .children's -
ability to participate . in -peer-group situations in. their own class—

rooms. T

. Despite. the absence of measured pousitive: affective ‘changes: in- st~
dents in these programs, one must consider that the experimentals
did in fact imitate the academic achievéments. “of their peer models.

by theémselves making reading gains;* -and ‘ofe- should not "discount ‘the ~7° 7
- use of successful peers_as a potent device_ for .raising achievement ' =

levels, especially in tutorlng programs. 1t would seem, however,
that the interaction between a. ‘¢child and an older-peer model in “the
real-world- ‘environment of-a compensatory~educaxlon programis-af-
fected- byumany other .factors- that. are-not:-completely understood or-
‘“¢éntrollable at the present time. As has been suggested in an
earlier discussion of the Homework ‘Helper Program, -many of the im-

o___.press;onlstlcmresponses of the -high school tutors.were never. analyzed, - .-

much to our loss in understand1ng the complex interactions of peer
tutors and the1r students.

Oof all the: interventions -in the -educational-lives of disadvantaged -

greatest impact on their persona11t1es. A review of the school

desegregation research,shows that black students in_ segregated .
- schools have hlgher.asplrations.and hoild. themselves in -greater es--

teem“than‘black students if desegrégated schools (Black, '1960; -

- Meketon; 12563 and.others).sﬁﬂawever, -as-Katz=has:noted- (seefabove),~
these aspirations may be unrealistic and defensive. Armor in a
L_special study ‘conducted as. part.of,the U.S. Commission on Civil .

Rights study of Racial: Isolation 4n the Public Schools (1967) has
‘shown’ that lower-class boys of high ability aspired “higher in de- ~~

segregated than in segregated.schools, suggesting the feelings of
greater opportunity in desegregated schools McPartland and York
.as.part.of the same'study‘ﬁaind that-both black achievement: and -

' attltudes 1n deseg‘"ga. d"hlhools are rel ted. to‘the ‘degree of’inter-

-~r-McPartland (1968)‘in h<s study of«black secondary sehool students in -
; that the academic,. ‘affective, and social

deve10pment is differentially affected by desegregatlon at the class-

' "lfand at the school:level.. He found that while desegregation
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generally has a positive effect on black students, those who re-
mained in segregated classes within desegregated schools because of
special program arrangements and tracking received no benefit from
desegregation and may have felt doubly stigmatized. McPartland also-
found that "although theé aspirations of Black studeiits in desegregated
. classes suffered from the competition with the-better-achieving white- -
students, they felt a greater sense of opportunity available to
them, indicating that the stigma of inferiority and defeatism had .
‘been somewhat alleviated. These desegregated students, for example,
followed up their college aspirations with concrete actions to in-
vestigate particular colleges. . ' ' |

In a study conducted by Tuckman - (1970) in two -junior high schools and —
- one high school ‘in New-Jersey, anwexperimental-group-of'bLackastudenESMQWh
‘were reassigned to. higher ability groups than. those assigned to them.
: -"byftherschool~system,-in‘comparisoﬁﬁwith:comparable:studentsrwho were .- -. .-
~ww-notwreassigned.»sAﬁtermenemaeademicwsemesterwitvwas;faun&vﬁhatméiymamnﬁmmﬁ
w~'venﬁgigniEieaﬁtanambereeﬁfstuden;sadiap%acedainto=a1higherfabi%ityﬂgroup-wwmm*;
performed better on standardized .tests ‘than students not upwardly .

displaced; and (2) 54 percent of students displaced into ‘& ‘higher =~ "
w~~abi¥i@y~g¥eup«Weremsubsequgntlyareeemmended~£ormtheseﬂhigher»gfeuwsewemw_——

,_.._,w_,.:i.n“coxn.pa.r::i.son..,.v\u‘.,t:h..c:o.n.'a..pei:_cieu,t,_,\c:vf...t:he...ccm.t:rCols..,..._..ijw.ami___t':lis.p.L.a.c..e.:.v..._;,...;._.___,.._w
| ment appeared, however, to have no effect on satisfactionm, atten-  ° _ -
w~~—~“denceTror*grade53~probab1y~because—the—displaced~students~wereweem- SRR
.. . peting with-a greup which was—-performing better- than-the group they . -
left. However, although there were no immediately apparent. positive _
social or personal changes, it is likely that students' self-expec- ‘
S 'vtationsﬁiﬁproved'enoughfso*thaeﬁthéy”will'behaveibetter*iﬁkthe~fufﬂre;"J

i .—=In-Project ABC - (Wessman;—~1969) discussed in, subsection—2;--pre—~-and oo
.. ... .post-program psychological. inventory scares .showed many marked .and. .. ... .
. statistically significant changes .for the ABC. boys that were not . . . . .
.—found..for -the controls -in.the._direction. of greater—tension-and — ———— - -
arixiety, yét paradoxieally iore self-assurance and independénce. "It — =
e ... dis-difficult not to-feel-th: -he-boys.-manifested some- of -the- teasion-———
' _and heightened self-awareness that is typical of a previously s ocially .
marginal individual now finding himself more upwardly mobile.

Project ABC hﬁafotﬁér'déééérégatibﬁfbidgraméﬁbiéd}iﬁfrésﬁltiiﬁ.a.fLL.: .
--threat- to—the stability"and-1ntegrit?wof'the~desegregated-students'“'"
-~ ~self concept. This is perhaps oneexplanation for the increasing
. ‘ethnic and cultural awareness and separatist feelings of many minority
- -=--youthrwhich historically-seems to have-been -a product-of~disappoint- T
~__ ments .gbout sghool-intgg:atiOn.g;Itwwasﬁfqund,_forfgxgmple,.thatgtheviu
.2 . ABGC_-boys became - less well- sociald&esl:fié;qntrglle;d;--.,an..d;:;cﬁpnfgr:mi;xg;_-;i e
o asfa“result.of;theuprbgrams,;aadftbéﬁeaseemS;togbeﬁaﬁpoin;gih4m05tw;-g~d_
of these programs at which any .positive attitudes of the. students-- . .
and their parents--about school desegregation becomes. far less hope—
;;_',W”‘fﬁlﬂéﬁﬂﬁhﬁéh~mdre;sképticalijldhe;aééélﬁbt_Ehdw;thﬁéﬁéf:fwﬁéfﬁﬁiffm

»
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this is a function of fears of failure,  inappropriate.instruc-
‘tional strategies, the ambivalent or even negative attitudes of . e
school personnel and fellow-students; -the racial conflict inm- - S
the school, community, or the society .at large. . which _have ac= .. —.
companied school desegregation, or, as in the case of the Mc-
Partland study of Baltimore; classroom segregation within a desegre-
gated school.

If school desegregation has tended to depress the self concept

and aspirations of disadvantaged or minority group youth and .

cause anxieties and’tension,‘ethnicalty'oriented'materials,and‘“”'“"“"“
- curriculum. seem -to—have had the opposite effect. . Research_in-.. . wooren. s

dicates that Black Studies.courses, at all grade levels, increase:: R

the racial pride and self concept of black students. How these L

,positivépﬁgelings1wiilﬁimprpvé%agadeﬁic?achievemgnﬁ:hasxﬁqtﬁyét?:1¢:f§¢4;
_. been. studied, although judging. from the .experiences of other . .. ... .-
“fggzminqxitieﬁirgrouz;i§£n$i£¥;i§:gscgngcmiggnEﬁgf;égademig;agggz o

social achievement. The question remains, however, whether ‘eVen

© . this-stronger -group--identity-will begsuf“icienf~toﬁbriﬁgFaboﬁtwwa;{fl1441
_the affective changes which result in greater motivation to
achieve if classrooms and schools do not provide a supportive
environment and greater opportunities -for .learning. If these .
supppnpiv61ggvi:onmen;§mwereHa;:ealityy;whether‘in the form of .= .
_ teacher_ behaviors ox appropxiate materials or.instructional ... . ..
practices, some ‘of the adverse personality changes that minority
»_youth-seeﬁito'uﬁdergo'in'desegregated“s&ﬁoolsTW6u1d7bé‘minimizéd”
v - - and-there:would be less -chance -that the~disadvantaged-ox minority - .-

.- . . student would feel alienated from- the academic -goals -of-the -
o .+o—ww_.School.. He would be more likely. to. want. to. achieve .and-.thus.more ... .-
likely to achieve; and as he does better academically he will = - =

hive & stronger senseé Of internal control, which, as the Coleman  ___.
“Report points out, is a crucial variable in achievement.

. ‘s
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4. 1Involving Parents and the Community in the Learning Process

"parent participation' has become an aspect of compensatory educa-
..-—tion programs to which it is laudatory to give at least lip service.
Anyﬁnumberdof,progrgm"prbposals“makgApassingmrefeIEnce,to the "paren-
tal .involvement'" segment of the project. However, few programs
actually solicit meaningful parent involvement, and even fewer have
produced evaluation materials related to such involvement. '

‘Fortunately, we are not totally dependent on program materials for _
- documentation on the value of parental;involvement.-~Schiffvana1yzedw~'»«
- the effects of contacts between parents and school personnel on
- .student achievement. In -addition +o -experimental .(parent partici- -
pation). group gains on _a reading.t st, better school attendance and v
- ‘study’ habits Brookover (1965) et. al. compared ‘the development of -~~~ '~
fthree~lowfaehievingljhnior~high~échdolfgrbups;@at,théJendﬁd£~a{yﬂari;a--wf
 neither the group receivingAcounsglinggnor_thé_group_with regular _ .
- contacts with interestwspecialistScsthed~greateryachievementrayThe&<ﬁmeyf—
' - - third éisﬁp;“whosé‘ﬁaréﬁts“had“bECme*mbfeftﬁtimately*inV6ivédfin“*""‘: "
-the .school .and inétheir“childiénlsﬂdeVélopments;showedmhaightenéd»lﬂnf;m-“
self-concept and made significant academic. progress.. L .

B

f e e e e =

Raankin (1967) found substantial differences between the attitudes .
~ - _.and behavior of mothers of high-achiever-and low-achiever inner- _
city elementary school children. Amoug these differences were. the .
ability of mothers of high-achievers to discuss school matters and~ = "
to initiate conferences. Jablonsky (1968) from-her-personal-obser- - - - -
- ,ﬂA_WMationsmofﬁvariouswcompensatdrymprograms, noted the..importance-of . . ... .-
s J-ampaxentalwfeeling-of«communication-withatheuSChool,ms;atingwthatwwﬂuu-»_—
"'schools which have openfdoorsxtp.parents and community‘membersvhavemwmmi
greater success in educating children.::the children seem to be direct
beneficiaries of the change in pérteptianouSthe'part”bflthéif parents."
.m,With_Such,evidence“available,ﬂonejmightuaskthyqso;femhcompénSatary[.
education projects have included a component which significantly - -
“involves parents in the educational process. Thé tentative reasons
n—One.cou}dmgive‘forfthiSf6missioﬁ4iﬁ¢1udéafdcus"on~tﬁeﬁadmini3trative_:*-r
difficulties of actualizing such components. . It is not usual to -
e ;~maintain§contaetsawithmparentsym£o~havemteacher5~visiemhomeSMandwto~~mw~*
have pareqps'as'constant_visitopswiﬁ';hg_classroom, to ‘encourage and
. gopetimeSlact'onfpéréntal'§ugée5ﬁicns,”andLtd,stressﬁparent,aﬁd

— ifcommunity_participatibn»infdacisipnfmaking@in;3qh9018fwith4compenﬁa&f—f--
- tory education funds. “Nkvgpﬁhéleés,7thé;administrative difficulties
~"«r~-~1involvedwaré‘notﬁoverwhelmingy}fRather,1iteiswftequeqtly~thefadminis-»»n»

. trators! ‘and- the  teachers' -fears -of .such’ involvenent ‘that serve as:
T—;:;“tmnﬁhnakegqn;the;réatiz&ttpnﬁof#Snph'cpmpongnts;,pAnYanmbertofgcasehu«;; -

‘*histbries,are-availabtéfdocUméqfiﬁgﬁthéfaaminiSfratfﬁéfﬁﬁdtﬁbfitfaat-
.. -peregrinations which-occur-as-a result of such fears, particularly. -
.. . where.decentralization. ot community. .control has become.a. pivotal.. ...
 {ssde.” The educational establishment isually sudceeds’ ifi dilutinig™
.suchﬂefforts;tq“thezppmpt~Wheﬁejpbtentia1'éffecﬁivehgés“isﬂnil; ‘

Q
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There are some projects which have succeeded in gaining and main-
taining active parent and/or community involvement. As only ten-
tative evaluation results are available to ddate on any such projects,

they will be cited here as models illustrating the variety-of-ways— - - —

in which parents can take a ‘role “in"compensatory education programs.

The majority of programs seriously attempting to involve. parents in
the education of their children are preschool programs. Project
Knowhow (Dunham, 1968), discussed here; is representative of such . - -
programs. As discussed in the section in this chapter on preschocel
programs, the four components of the project are: (1) a preschool |
training program, emphasizing verbal and environmental stimulation;.
(2) an-assisting mothers program designed to assist the mothers in

wife; (3) a fathers program providing crisis counseling, occupa-

-wimproving-their~competeneygin the roles- of homemaker, mother,‘and - Semme T et

tional»trainin34and,placementglahd%educéfion;=andf(4)rheafth”educé4’ e

tionaand'carewwwmhewev&Luaﬁion»bowdate~indic&Ees»thatwmothersfshowe&ﬁﬁv*wV

changes in,ioodmpreparationwbehaviorsmandmoverphaL{?pfwthewfathers

‘enrolled in occupational or-generalaeducation.programsJ

- The- University-of-Florida -has--devel oped-a -model,—the- Florida Parent—
Education Model .(Florida University »-1970)..which-is ‘being-actualized. — -~
in four different locations. - This model includes using Follow Through .
“mothers as parent- educators-by having them serve as aides~in the Tlass- "~
--room-and as coemmunity liaison: - In-the-classroom: the mothers work - 7.

with small groups and with individual children on readingroruotheg«ll

3kills and alsc collect observation data on individuals, groups, and

— T e COVers Ehg:@OSQiFiYﬁf%Bdfﬁff?%ﬁivéiﬁéélm§xﬁ;AS:atﬁgmmgnixy;liaison;g«;}a!
eachers in. arranging .and conducting-small—group ...

affec

_the_aides work with..t

the class as a whole. - This data colléction is-done systematically;- _
based .on a-method learned together by ‘teacher- and teacher -aide, and- ——

sessions and parent education ‘meetings.-.-They also make periodic
hamenmisitsﬂand at£empt~tofinstnuctmpangnts‘in-tasksfcomplementary~~ff‘

‘to ‘those they utilize in the classroom. "The projects utilizing this
. model haveé not been operating long-enough to.conduct-an--evaluation- - -

as to whether .or not they have improved student intellectual.and ...
tive development by changiﬁgﬁthe s¢th1_agd_échqblfcqm@uﬁityw
relationships. = =~ = - S o T ‘

Threé:ﬁeighbbrihgwéoﬁmnnity¢assodiéﬁion5winisan;EranCiscb -nOcéaﬁ“—*:”"

- View, Merced Héights“éndflﬁglesi@éT(San;FranﬁiScO“Unffied School. -

District; 1970) - initiated an’
-to work insseven-elementary~
 and’ community. involvement.
_on providing an- o'

‘dﬁqatiéhjcbhmitteéﬁéndfsécﬁtéd@funds:,
4ﬂh99%5fqn?aiP?¢ﬁ§ctfem?hﬁSizﬁng?fé%diﬁg'”“
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held to help parents discover and utlllze ways of working at home "~
to build reading and language skills. 1In addition to working w1th
- PTA's and Parents Clubs, the -four—block organizers sought out non-
joiners and tried. to jnclude their.ideas-and. needs in the- community
input. The -two half-time -community representatives visited homes,; -~~~ 7
arranged.small conferences between. .school_and. commun.lty people, and
made curr1cu1a recommendations. - R - : -
The three goals of the Navajo- Rough Rock Communlty School -(Erdickson - - -
and Schwartz, 1969) are stated: (1) that pupils demonstrate a '
higher level of social psychological ‘functioning; (2) that the com-
munity should be stronger, more cohesive, more ‘aggressive, more inde-
-pendent—and- (3)- that -pupils- ~should be- capable-cognitively and ~af fecm——
-~ : tively-of ;succeeding-in- both -the- -Navajo-and Anglo:worlds. - -The- - -—.--:- P
. - .. second. goal was . to. be. achieved through !'involving the. community. e, e
e extensa.vely—'ln the-decision-making~and. grogram—executlng a:spect SrromTT T
of--themschool ‘by- develop1ngv:~a-mloca11y—~e1e<:rted»schoola—«aoafrd-fandmoth=e .‘ :, s
R ~--4dee‘1 sion-making qnechanbsms, wencouraging=thercreat ion~and-growth-—o&:
local’ pOllthal structures*' lendlng‘; statu& and. recognitlon to.com= ;..
munity leaders; improving health. services'- and: recreatlonal ‘oppor- -
S ity -1 5 2 s 2 K = § = TR extendlngnemple-ymenevﬁané- Vo "t3140na1wdeve]:opme 1t -oppor-Q e
e tunities to. people iwho.would-otherwise Lack. *hem.....'..The . an,t_h“ro__.r.._...__,_.,.m
pologlcalll-orlented descr ptive: ‘evaluation: _of ‘this" pro;!ect ista
—thoug—h-t =futy comprehens d-ve document——wh—::eh—dees--- not~ seek ~to~§n.=ov1de~—--
- ee-answers-where there -are nones ~Thus- ~~—1t-111ustrates~~ that—some:-0 f- ~—rrmmes -
these goals have been met, that the school has become a more. v1ta1

part ‘of the communlty., ‘but .that traditidnal’ admlnlstratlve areas

T TR have not"‘beeq 1nfr'1 ged ‘on: by the electe'd school board ST T e T e -'-'-"---‘-'~'ﬁ‘-f-—

—u L~

:Ea.llurer*tn assume admlantr_at"Lvefcon

Full Tt Provided by ERIC.
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workshops, held to teach parents to become politically effective in
educational matters, were quite successful in enabling parents to

gain and maintain control of the school. Results on nationally
standardized achievement tests indicate that most students are o
achieving at least at national norms. This szhool is, then, -invol--- -
ving parents and the community through parent education, through .
parent and community involvement in the school, through parent in-
volvement in support of learning, and through actual participation

in decision-making. 1In order to gain widespread community support

of a school or an educational program, this last method of involve-
ment is essential.

5. Changing Staff Behavior Through Training

In a study _for ETS, Hanry Dyer. (1966) correlated wvarious school and
_ .. student variables with the results of academic achievement--tests- -
administered to over 600,000 students by the Coleman study. He
concluded-that the school characteristics which—tend -to-correlate— :
with differential levels of academic performance are often._those most ... ..
difficult to change. Near the top of his list are such staff attri-
butes as teacher's verbal facility, the quality of the teachers'
training, teacher willingness to teach children from the sliums, .and
attitudes toward social integration. While there is general agree-
ment that the attitudes of teachers reflected in their pedagogical
-methods are crucial‘tn*improving-the'educatién“of'dtsadvaﬁtagéd" - ot
. . .children, the fact that this is thought -to be  an .area in-which ite—: ="
.. . .is difficult to effect change -has resulted in a relatively 1imited
number of programs. The NDEA summer institutes make _up the majoxrity ---. -
of programs of this type; the evaluation techniques utilized in =~
analyzing these institutes are representative of those utilized in
programs of this sort and of their limitations. ‘ e :

- But the limitations of the reporteduevalpations,are'simplymg;reflgg-
tion of the problems involved in organizing and carrying through a
program which emphasizesréhaﬁgingastdff;behavior=—“Few3progréms which-— -~
attempt to alter staff behavior speak to the needs delineated in the
.research on teacher attitudes and beliefs; for example; little fm= '~ 7

~_ portance seems to be given to the problems presented by _teachers with.

 __authoritarian and concrete belief -systems as discussed _by. Conners_
and Waller (See subsection 2 of this section’ for fuller discussion) in
the{r study of Head Start teachers. Nearly all staff-training pro-
grams purport to be primarily- interested in improving teaching methods
through the provision of increased information and through observation
and analysis techniques. However, -as inccveased recognition is being
given to the necessity of changing the psychosocial behavior of
teachers who work with educationally disadvantaged children, struc-
tured attempts to work with-this.behavior are included in such pro- -
grams. It is rare to find a teacher-training program or a summer.

. institute for such teachers which doec not provide time for some type

116
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of informal interactions designed to initiate ‘self-evaluation and
rethinking of one's role as a teacher of disadvantaged children.

Organizationally the efforts made in this area are of three. types:
summer institutes, in-service training and pre-service training. - —
Although the latter is_ theoretically an "initiating' rather than.a .
“"changing' of staff behavior inasmuch as the participants have not

yet taught, it is in this area that some of the most hopeful develop-
‘ments are occuring. There are few reports available. on in-service - -
teacher-training programs constructed specifically to deal with the
problems of working with the disadvantaged. Title I programs do
sometimes include an in-service teacher-training component, but it

is usually. a minor. focus of the - project-and is-rarely evaluated---

apart from the total program. Only 7.5% of the.school districts -
reporting in the OE Elementary School survey spent more than 4%

of their Title I allocation for. in-service teacher -training. .-

Harvard University Center for Reésearch and Development on Educational
Differences, Action for-Boston Community Development and- the Boston® - '
_Schgol_System,(KIOpfuand;Bauman+“1966)-;_The_program-included;a;six=¢;ﬁ.h
week eniiclhment program for 300 children, aged 7 to 12 and a seven-

week clinica' “raining program for 97 experienced teachers, princi-

. . _._ _pals and gﬁidance.counselors,;.The:participantsnwerémdivided"into__v;,“u.

';hneem;eamsmof,whgch.ll3Awene,planning,_l/3 Were_teachipgAandﬁlla S
were observing with a week of the cyclée devoted to each phase, two

- —- - -cycles-being compléted'dur%ﬁg*the‘institute:*_Eachfphase*atibweﬁ“““‘;“““'

—iemm - — -CESS;

the pa :icipants to assess a different aspect of .the teaching pro-——-—-—

.ueqg;incipals:apdﬁggiéance,counselors«werefanfgssentiagfpart:“jrr_
of the team, though given special roles. .

"These cycles were one part of a tripartite design, the two other - -

parts being focused on a laboratory in which curriculum was to be
related directly to childrens®' needs and life situations and on a

~_program of social studies-that stressed the discovery method: ~ No " "~ 7~

definitive evaluations are available on this project; however it is

- gomewhat unique in this area in- that faué¢h time and effort went into ™ ~

actually applying a theoxry of behavior change to a given summer

- institute and~inmlinkingwa“university"towa'public scliool system,”" "

. A.less-structured, non-directive approach was used in-a summe¥ --ingt de-=- -

. tute-at Geucher Ceolle re in Baltimore;: Maryland (Ktopf—-and Bauman, =~
1966) .. 30 high schoos tLeachers of English and Social.Studies.from
eight inmer-city schools and-22high school students, selected as—
being disadvantaged "underachievers" were involved. The three daily
classes in the 6-week insti*ute-were: (1) a 1% hour -round-table o

-~ discussion based on a omhination of T=group methods and the concepts ~
of Carl Rogers. For tt:s session, all groups of 12, including  — T
teachers, students and institute staff, met together.
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(2) An English class which devoted % time to observing the student
English class, in which the students were reading, writing, and dis-
cussing poetry and % time to its own discussion of the same books

and poems and to writing. ‘ : : - : :
(3) Sociology and role-playing techniques. The goals of the 'course’
were to give insights into personal experiences in relation-to the---- -
inner-city environment and to demonstrate how role-playing methods
can be used in teaching social sciences.

The institute staff included a psychiatric social worker whose major
role was interviewing and counseling participants. Although the
questionnaire evaluation indicated that the. entire experience did . . . -
furnish the participants with a strengthening of self-concept, develop- -~
ment of sensitivity-and an important sense of rapport within small
-groups, limitations were also noted. These included the need. for a
longer institute, the inclusion of students with disciplinary prob- " "~
lems and the inclusion of school administrators. - - e -

- A summer 6-week NDEA institute held in . Washington (Klopf and Bauman, . - )
1966) was a great deal more directive. - It's 50 selected secondary
school'teacherS'were“instructedﬂby'experienced master teachers, ~~—~ ——7. "

~~w—~——readingwand«8peechwexpe£tss‘andgloeapreoPlemworkingminatheéaneaqy--~~awu_
such as police and social workers. Reading and speech labs and T
— supervised”independent'study'supplemented the “discussions on curricu- —
lum, materials, _and methodology and ‘human_relations. .The focus on = ...
.- the program was on the work with the 26 8th grade youths who went to

workshops to provide a demonstration ¢iass and who were tutored
individuaTEy'far'an'hdur‘each~aftern00n5by~two“participaﬁts:*“1n~m'_f'
these workshops the participants>developed a system whereby they
*démonstratethheir:eddcatiOnal“approacﬁés in frontiof*thefgrqnpfand*4+"w~-
- then-qsedﬁthebdemonstra;ion.asvamdiscus§ion:vehiclefﬁqn;b;ingingufu«_m.
out methodological insights. In- written .evaluations the partici-
pants reported that working with one child for an extended time

helped them form insights into the backgrounds and behaviors of
these children. - e ' : -

—

" In this éfféip»ib_éﬁmmatiZé_thé_variohéwfypes_6f'Sdhﬁgf iﬁéﬁiﬁdte§_  T
that have been conducted, the last to be outlined is one in Riverside, -

California (Klopf and Bauman, 1966) whiéh was predicated on the
hypothesis that "the nonprofessional can play an important role in
‘eIéﬁgﬁfhﬁffand paquhiil“éahééfTSﬁ:f%Tﬁis.experimedtél'program“‘“f
_ grouped -into teams a high school student, a high school dropout, ‘a
-~ college student; and & mother: ~These teams worked each morming with =~
a classroom teacher, observing, participating in planning and teaching.
;;:_m;ézygnietquf.activitie§Hfil}gdzthg;afterqoons including team meetings, "
. ;_:;eyaluatithqaﬂd'weekIy»bontagtéyby}tﬁéfﬁdnpfofeésionalé:wffh1tﬁéfil o
children's teachers. .This 6-week phase was preceded by._12 weeks of
- part-time preparation by staff members which included extensive ob--

servation of children.in the target area.
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The results of the evaluation in which the children were given pre-
and post-tests evidenced that '"learning was tsaking place;'" though it
would appear that gearing the program to specific learning disabilities. ..
might have facilitated more significant improvements. Results of the
evaluation indicated that defining the role of the teaching assistant
was a major problem area. This has been a problem elsewhere in the
utilization of teacher aides. Experimental programs such "as this
serve a valuable purpose in highlighting this issue; future such

programs should include experimenting with the application of defini-
tions of this role..

e -.0Only two in-service .programs will be discussed here, since little
' specific information of either a descriptive or an evaluative nature
is available on such programs. Heraldsburg Union and High School
. . Districts ..in.Sonoma County, California'(Stone,A1969)_combineduan¢a
in-service workshop and practicum program with a 6-week summer pro-
ject. Two nights each week during the spring semester classes in
_ .. ‘English and American Literature were held_at- a-demonstration school ~."
for approximately 65 Mexican-American parents while their children -
attended classes to learn English and participate in other activities
such as drama, music, -art, science, history, and field trips. - The
'“““22“:eacher57and“the‘11*Mexican‘High‘Schpotfstudent teacher ~aide par-
ticipants served in.rotation. as instructors of- these demonstration
classes. Two-hour lecture-discussion séssions were held weekly in
which the;milieunﬁfwthe'diéadvéntagéa;éfudénﬁ,'théTdeﬁelopméﬁtlbf“““41~
...... . putricula:and,thewuse;ﬁf“taacherAaides;;counselors,_and_spenialistsM;,,'-
were some of the topics discussed. Other special activities such L
as observing demonstration special classes and visiting other schools
‘were "included in. this in-service prograti. The summer workshop in- ‘
cluded a demonstration school. . An. interesting. aspect of this project .
- -is the use--of the teacher;participantSwas~1oca1,expertSwin~conducting
more modest: staff projects on a local ‘basis in subsequent years. -

At the Tidewater Park Elementary School in Norfolk, Virginia (Stevens,.
1967)—very favorable resuitsrweretachievedronﬂnationallytstandardized,
achievement tests with.children who. had earlier tested as.'pooxr ...
risks" or "low normal' in readiness when entering. school. The .
- principal of the schqoltpsequ'threefpronged“approach‘tO“effectuatev
- such- changes, one-of them-being the development of a personal;—under- -
‘"standing“relationship'between‘pupils“and teachers. As a beginning
_ _step. teachers visited childrenls.Ebmes.frequently,and'planned units ~
that would fit into the children's life situations. . Later on, weekly
‘{n-service sessions were introduced at which teacher approaches, . i
A attitudes and methods are analyzed and discussed. Obviously, a. prc-
ﬂ,gx_,cg:amaofqthis_;ype.can_pe;%ffgptiygupply.with an .active, ¢

of th: 2ffect: nly wi , e, committed
‘principal»who.has.spme-sayrin the selection and retentior-of hexr- - .-
staff.

As mentioned previously, programs in.-the area of teacher training
show some of the greatest promise, in large part, because of the
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extchded duration and the mandatory nature of such programsz. Most
institutions which train teachers now have some COUISEs which purport

to deal specifically with problems of teaching the disadvenaragaed and

some have entire programs. Rarely have such courses and/or programs o
been subject to any kind of systematic evaluation and derailced des-

cription are not available in any circulated reports. As wvith the

two other types of programs the available information's wvaluc lies

primarily in its provision of models with some indication of the

results attained when such models were actualized.

The federally funded Teacher Corps is one such pre~sexrvice training -

projcect. The funding and political problems encountered by the

_project indicate the dangers inherent in natioral programs of this

sort. However, certain idcas built into .the local Teacher Corps

did prove viable and useful in instilling traincecs with teaching
styles and attitudes relevant to a compensatory education situation.:
These jdeas include grouping %“he trainees into teams of five or six

with an experienced teacher as leader; such team works with this
leader in the school, in community service work and in course work.

The community-service work was required in most Teacher Corps pro-
grams and did enable the trainees to decpen their understanding of
the unique nature of a given social and cultural community. Another ’

- useful basis for organizing programs which was an integral part of

the Teacher Corps the coordination of efforts from the university
or college, from the public schools and from the community itself.

Operat{On-Fair Chance (California State College, Hayward; -Fresno

State College, Q69

1969) was the.name given to a teacher training project. .
conceived at California State Colleges -and actualized .in several

A stipend was provided,for>participants.
selected for thic nine month program at the completion of which
standard state teaching credentials were received. Theoretically

the program was established to provide a sequential learning-through-
examining experieénce development through large blocks of work in

orientation (8 days), community- study (2 weeks) job corps participa- --
“tion (6 weeks), school and community involvement (&4 weeks) - supervised

student teaching (18 weeks) and summary sharing (1 weak). ~Methods

: workshops.
Although. conceptually this program was overflowing with good ideas,
its instructional and noncoordinated nature, its diverse goals which
were never opecrationalized and jts lack of systematic preparation
prior: to community work stood out in the evaluation. Programs which
attempt to. involve educational personnel in the community should
spell out their goals and the steps to achieve such goals specifically.
-{Tcachers, " Inc., Currier, 1969), rnow operating in schools in Washing-
ton and New York, appears  to be experiencing initial success in its
A teacher-training project which contained a carefully formulated
research design was instituted at Syracuse Uﬁiversity‘(Claytoﬁ,31969)
in a S—yéar urban teachor-training prosram wherein the 5th yaar was
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an internship in the classroom. The hypothesis posed, that "there

is a measurable difference in the behavior of student teachers working
with cooperating teachers having certain kinds of training" (feedback
practices such as Flanders' interaction analysis, video tape techniques
and other conceptual surpervisory tools), provides useful insight into
the -kinds of issues in this - -area that have to be examined. During

the two years of the project, which included work for some interns
with teachers receiving the special training and work for others with

a control group receiving no such training, a wide variety of tests
was administered and extensive analysis was done on the data. Al-
though this analysis did not support the general hypothesis tested,
there was some evidence that for definable subgroups of student
teachers, particular supervisory activities were related to positive
changes. The research on this project does not provide us with
definitive results, but it does employ hard data to demonstrate the
no-relationship outcome and it does pose some important-questions
for further research in this area.

In general, then, programs in this area have provided some models
which appear to be effective in certain locations, but with very
. few evaluations—in which-effectiveness is defined and/or described. _
— ... A comprehensive.evaluation._of the_participants in a number-of Cali- .- -
fornia ESEA Title I and Title III and NDEA Title XI programs can 2
-be-found- in- Teachers for the Disadvantaged by James L7 Stone (1969) . - —
Since there is an increasing awareness that what is effective for -
one teacher may not work for another, programs designed to alter
staff behaviors become more difficult to design in a manner that
will stimulate desired changes in all participants. Evaluations -
~done ‘with -such programs have, for the most part, been -teacher atti- -
. - ‘tude measures, often-accompanied by ctlassroom observations.: -Setting - .
. _ .. _aside. the—issue of whether or not attitude tests really measure -apy-—— —-
-thing;~the-reporting~of-these—evaluations is done statistically,
leaving the reader with no concept of what is. actually happening in -
this teacher's classroom. Furthermore, evaluations conducted in the
.-  term immediately following. a training program are subject to question
. __since,”as_Haubriqbu1L368)mpoin;s_Qg;,‘manylteachexsf_summer.planSA_w
_are fprgoﬁtenvahd_few_chénges\are'éffegtéd.v This failure to succeed
in having teacher's internalize changed behaviors is, in many cases,
.-~ .-.. . partly the-result of a program's failure to define goals for the
. tea’CherS. E- - - - e e PR - - . .

Pre-service training programs show the most promise for the reasons
Iistedwavaeeduration_and.requirgd ngture'ofvthe1program--and_due .
_ to a greater feeling of freedom to experiment..- Comprehensive studen -
T -. zteaching-and intern programs: which:-include community-work placement.

in a school_with a sensitive .supervision of teacher, .a "reality orien-

tation" to the pxoblems of the educationally disadvantaged child and

. .. . _some provision for self-exploration and evaluation are developing in
T Téome areas,  usually. through the- cooperation of a T-training institute.
and a local school system. -Such programs can prove .to be a major step

in'providing.classrooms-with the kinds of flexible and sensitive teaching
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so lacking in the area of compensatory education. Although it is
impossible to attribute the lack of success encountered by the majority
of compensatory education programs to any one factor, the area of
teacher attitudes and teaching styles is crucial and substantive
programs directed to this issue are few. Postman and Weingarther
(1969) wrote that “t+here can be no significant innovation in educa-
tion that does not have at its center the attitudes of teachers, and

it is an illusion tc think otherwise.' Too many compensatory educa-
tion programs appear to be operating under this illusion.

6. Changing Schools and School Systems

In an apocalyptic style which characterizes the writing of what
Fromm would call a humanistic radical, Ivan Illich's projection for -
the future of schools may demoralize the positivistic social engineers

who have implicitly operated on the assumption that .schools spell - .
success for their inhabitants:

I expect that by the end of this century;. what we mnow call
-~ school -will -be a-historical relic, developed in the time - o= e
of the railroad and the private automobile and discarded
only with them. 1 feéel sure that it will soon be evident
_thdt. the school is as marginal to education as the witch 7~ .
doctor- is to public health.

©© " This statement serves as the context for the very . topic of this. T .~
- gettion as well as the motivating questions which guide our search
of the literature discussed herein. . While a generally-sociological
-and political perspeetivemisetaken—iﬂ~formuLaeing-these—questions
there will-inevitably be philosophical, moral and psychological
overtones, - ‘ : Coe - L oo

In~their;anthropological~study-of~an:urban classroom,-Smith and .
_ . Geaffrey (1968) rorroborated what many crities and even .practitioners.
—= . had long sensed: the relative ineffectiveness of the school to in- '
- == - fluence the lives of disadvantaged youth (It is well to note that ™~
the urban classroom of- some 35 elementary school sixth and seventh-
'graders studied for one semester in this study consisted of only
two black children; most of the other children were predominantly
white lower class children, although the authors fail to give much
. ... . further background information on .the socioeconomic and ethnic
e background of the children). They.confirm the already ‘researched-
— e - proposition that peer¢group,ae¥m§~and'the”presence of cliques may
. - - have-more to do with the behavioral patterns of the children than -
- . anything the teacher-mightrdo;--Auless-commonlyﬂaccepted p¥aposi~ .,
_ tion is the relative influence of peer group pressures on the be-
-havioriofgteachers'inrtheirjattitudes toward and relationships-
. with children, whether they be aggressive or not, in controlling or

=
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dirceting their own lives. All this discussion 1s bw

way of intro«
3 \ . - - - . - . el .- - - -
ducing the pivotal quastions dealing witii ciforts at "radicat scnool
reform,'" the conception of which may be paradoxical, if nuet naive.

l. Can schools make significant changes in theiyr structurc i thout
[=] =]
concurrent changes in our sociecty?

2. Does community jnvolvement or control result in curriculun
changes or improvement of compensatory education programs?

3. What effect do the efforts of desegregation or integration

have on the quality of instruction and learning for disadvantaged

children in compensatory education programs?

4. What relationship is there between greater student participa-

. tion in educational decision-making and student learning--progress
in compensatory education programs? - :

5. What configurations of professionals, para-professionals,
students, parents and lay persons can have a positive influence on
the condition of learuing, especially for the disadvantaged youth?

6. What moral and ethical considerations underlie the sociological
assumptions being tacitly or explicitly professed or challenged by

those concerned with the improvement of compensatory education
. programs? - o :

-

7. How do compulsory education or alternatives to traditional .
.schooling relate to various aspects of child development and socizli- -
zation in compensatory programs? ’ :

It is probably unwise to pose these rather general questions of
cstudies which may themselves have focused on other problems oxr have
formulated their questions in an entirely different context. Never-
theless, in order to get some sense of the general status and trends
of the literature of compensatory education as it deals with systemic
changes and with the relative use of power and influence by social
actors in -school systems, some viable research-oriented fromework

is necessary if the section is not to become an anecmic licany of--
reviews. ' In this sense, Illich's radicalized projection has not
"escaped the attention of several writers and research teams, who
have been concerncd not only with the socinlogical aspects of these
questions, but with the deeper and underlying philosophical and
ethical bases for dealing with the school as a social system. T

Indeced, the spate of works.dealing with "c-ises. in the schools'" attests
to the growing moral awareness both of schcliars and the public. At
the center of this awareness of.the ''new crisis' in education, as
Janowitz (1969) calls. it in contrast to the "old crisis' of immigrants
and depression days, is the brutal fact of racial prejudice.  This
crisis is compounded by
o . A
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labor market under advanced industrialization (Ibkid.). In an

apparent, perhaps tentative, answer to our seventh question, Janowitz,
says that the ''new crisis'" in education is that

schools must now accept responsibility for all youngsters
who are not ccllege bound until they develop levels of
personal maturity sufficient for them to enter the labor

market. The present resources and practices of the inner
city school system are inadequate for this expanded
task.

A "rare effort at comprehensive reformation of inner city education,"
according to Janowitz, is Havighurst's The Public Schools of Chicago:
A Survgx_(1964). Wwhile the recommendations were rejected by both
the Superintendent and the Board of Education in Chicago, other such
attempts have been scarce until the civil right's movement and the :
rise in militancy among minorities began to exert influence -on -poki- — =
—— .. tical and social structures to change or face mutilation, if not
destruction. Ample testimony, however, as to the unwillingness of
entrenched ptoféssional bureaucrats in what ‘Janowitz calls an over-
_centralized organization can-be found in David Rogers’ (1968) study
... of the desegregation efforts in the New York . City Public Schools.
Far from attempting a comprehensive reorganization for change as
advocated by-Havighurst; the New York City Schools, -according-to = -~~~
Rogers, -have been " flooded with demonstration projects—and-pitece=— -~
meal innovations' which were "in part a technique to absorb protest,
whether consciously planned that way or not, and they help to main-
tain the bureaucratic structure by isolating innovations and not
letting them affect the broader system." ' '

- Decentralization, as recommended by the Bundy (1968) .report, -educa- .
: tional parks, '"magnet schools," the Community School at Rough Rock,
- . -street academies, the Pennsylvania Advancement School, the Hartford - -
_ Project Concern represent a wide range of approaches to the problem
of changing the cenfigurations~ef~pro{essionals,1paraprofe§sienals;~g;

students, parents, and _even lay persons as _a way jof improving the .. _
qonQipions“fb; Leain;ng: ' o T ¢ ’ ' ST

— Radical reform will be.discussed under the ma jor- headings as -—--

developed by Janowitz (1969). But first, it might be useful to

-mention the four theoretical models he offers and see how these’
might be operationalized. The first model adopted from mental

" health proponents, is most closely associated with Bruno Bettelheim's
Orthogenic School and the notion of a teacher-counselor relating to
ten to fifteen children. - Then there- is the early education or head
Astajt;mgdel;ithough-thié,iS‘IimitEthOVprekindergarten.dﬁildreuv, :

- Thirdly, there is the specialization model where teachers are highly
differenuiated in their roles, based on their skills in a specific
_discipline. The aggregation model. sees the.teacher more as. an ad-
~ministratior of a learningﬁqnvironment_as we11,as_a ;gqugrﬁgoupseldr,“A
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a. Decentralization and community control

The Lupachukai Boarding School administered by the Bureau of Indian

Affairs was the locale in which a new idea in Indian education

developed. Several factors combined to transform the idea that

Navajo education be more responsive to the needs. and wishes of the

Nava jo community. To graft this new idea onto the existing pattern

of schools administered by the Bureau of Indian Affairs at Lukachukai,
however, did not seem to work out satisfactorily in the first year

of implementation, 1965-6. With support from various sources, in-

cluding the Navajo education committee, professional educators from
Arizona State University, and Federal funds, the idea was transplanted

to a more -ideal setting at Rough Rock with a newer-plant and a com- -~ "~
munity more disposed to allow the experiment to flourish. The local -
populace eliected its own school board-something new not only on Indian
reservations, but in many large cities as well. 1In its second year . :

of operation at.Rough. Rock; -1967-68, Robert--A. Roessel Jr., the Chief <
profit organizaticn, decided to step down to allow Dillon. Platero, .
himself of Navajo descent, to gradually take over the direction of the
community school.. The organization -of -the Rough Rock Community School. - .
called for five different assistant directors, whose tasks can indi- .._._.
cate the breadth of involvement the school has in the life not only

of its students and staff, but also of -the-community at large. —T

These - - ——-
tasks. were: _Educational .Services, Administrative.Services, -Dormitory

~ Services, Navajo Curriculum Center, and Community Services. While

the Navajo Curriculum Center helped produce six texts on Navajo
culture,  a .more unique characteristic-of the school might be found - - -~
in the activities engaged in by the Community Services Division,
which _was reorganized in.January.of 1969 to '"lessen-its-ties with- - -~
the school' and be more responsive to the community. It took con_the . . .
new name of "the Rough Rock Development Project," which helped to
build the industrial arts building the previous summer, offered arts
and crafts for older people as well as the studénts, provided adult
education for dorm parents and adults interested in getting high. . . o
school diplomas, reorganized the local Community Action Committee,

helped solve the problem of overflowing sewage lagoons, helped de-

velop a proposal to construct a community building with funding from

the Department of Housing and Urban Development, and purchased a = ..
_road grader to be used. to make. roads-more passable -for-bus trans-
portation of children to--and - from -scheo}: The repcrt of these
activities and the decision made by the school board indicate the

‘extent - to-which- the school .and the'community work:  closely "together - - -
to §leé'ﬁroblemS’whichQseeméd_nQAlqngexvto be the exclusive._domain .-
,of_anydone;subégroup-butﬂa@matxer.ofuoverall community-- concexrn, -
- Their motto, '"The child.belongs.to the parents and not_to. the school,™

has developed into no empty proposal but into an active courtship

of the ideal with the real.
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While the experience at Rough Rock seems unique not only for Navajo
education but for American education as a whole, its achievements
may be related in part to. the relatively small size of the community
(abcut 1,000 people with 250 school students). . Other factore, such
as Federal funds, university support, and indigenous interest and
leadership contributed no small part to the progress of this demon-
stration community school.

By sharp contrast, it seems, community schools in large urban cen-
ters have had a far from smooth road to travel. Indeed, the ex-

perience at Rough Rock may look l1ike an idyllic description out of

an early nineteenth century rural America, ethnic differences not-

withstanding. It may demonstrate coolys simply,. and-yet dramatically .
the potential for the concept of community control., . Without doubt,

it would be folly to foist its rural shape onto non-rural super-

structures. Nevertheless, the parallels between the- two are not

accidental and should not be ignored. To be considered are the three

demonstration school projects in Wew York City. o

. When the Board.of Education. of New .York City.first proposedwthe-site~wﬁ~
of”IntermgQiate_School.ZQI in Harlem in 1958, parents and community
leaders objected on the grounds that it would not permit integration.
In spite of several postponements and discussions, the school was - - -
built where it was originally proposed with the promise that it would

_ be integrated. When this compromise gathered itself into the com-
munity collection of broken promises, "the parents asked for local

. ..--control of the school, including-a voice in-the selection of teachers

. _and supervisors, a role in evaluating and recommending educational
programs and‘standaxds,'a'curriqulum‘desigpeq to.raise student

_achievement, an integrated_experienced staff, and, initially, a
Negro or Puerto Rican principal and at least two Negro or Puerto
Rican assistant principals.”™ = S E

After considerable confusion during the school's opening.year, 1966~
67, the Ford Foundation supported-a pian-for & decentralized opera- -
tion with TI.S. 201 as the center of a complex including its four
feeder”etementaryASChools.‘:FeﬁwteachérsAwere“On'the“Planning'Bcafd
which -met -during -the summer of 1967. When- the schcol opened in

" "Septazmber,--1967 in the midst of a-city-wide teschers' strike, racial

feelings became more intense among community members who felt that
tha strike action by a white-controlled union "demonstrated lack of
concern_for:the:children." - Elections of the Governing Board were
held in December, 1967, Early in 1968, the Governing Board selected .
a unit administrator for  the project and a principal for-I.S. 201
whose appointments were not Trecognized-by the Board of Fducation
because it "found that both.(persons selected) l1acked the required.
education credits :to ‘qualify for the posts." After several weeks'
these appointments were uphield on the condition that the candidates
be named as acting administrator and principal.
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Less controversy surrounded the initial planning and operation of

the Ocean Hill-Brownsville District. Community members who weére
involved in the early stages of the development of Intermediate
School 55 helped to plan for the demonstration progect during the:
spring of 1967. Teachers seemed to be more involved in the planning
of this project although superv:sors seemed not to have been in-
volved in '"meaningful participation.” Elections for the Governing
Board were held in August with an unexpectedly large turn-out of
voters. While the Governing Board seemed to be well organized -

early in the fall, they had difficulty gaining full recognition by
the central board. This hampered the £flow of much needed supplies
and supporting services. . In these two demonstration projects, as
well as the Two Bridges Project, major impetus seemed to be from: -
community-groups who later- found -support-in-the Ford Foundation which--
took an active interest in improvement of education, espec1a11y by
decentralization. - - o .

. -i- -~ The matter-of -who--represents-—-the--community seemed to be -a-phenemenon - --

which was difficult to cope with, especially in the initial stages
of the demonstration projects. It was: reported for example, that

- different-representatives who-met- “for -one. ‘meeting.were--later "know- -~ —.

ingly' .excluded. from .a follow—up.meeting involving:. I.S...201. _While . .....
racist charges aud counter charges were ‘made in the formatlve stages__,
of- these- progeetsm-the New -York -€ity- Gommission on Human Rrghts~€1968)

- asserted--that- "the center: of«thtsﬁmovemertAis—educatlon, not-racejz't -~
after. hearlng wvarious oplnlons from parties 1nvolved 1n the.contro-
versy.f Thelr concluding opinlon 13 worth repeatlng T

When ghetto communitles ask for control over. the schools, ‘
. ~their demand is an expression-of- dissatisfaction with existing —°
-_winstltutlons ;and. .a. recognltlan.that ghetto schools.require.. ... . .
- special. attention which they have-not obtained andﬂperhapsi :
_cannot:obtain from a central system whose basic-promise -ds- -
Arigld uniformity, Community control to ghetto residents is = . ;
..a-means to insure-that:their children obtain: .education - - - S
especially relevant to themseives and to their communuity, .
and atre taught by teachers who understand these ‘spexcial needs
and who ‘identify w1th them.~.' Slmllarly,nwhen -a ghetto
~community calls for. appointment .of..a Negro. pr1nc1pa1 in. .- :
~-v~»a~school it is because they- feel: *hat in'a ghetto school a- -~
Negro'. supeersor is more suitable beciuse he can bring what"
‘the 'schools now ‘Yack: a ‘iink- w1th the ‘community 1nstitut10n
‘-and a-figure of- authority that helps bolster the- self-lmage T
of the ch11dren in school._¢ S o A

Because of the great oppos1tlon of the central ‘burzaucracy and «the .. .- .
‘need for concentratlng efforts on: other_pniorltles .(including bare.

survival of. the. 1nnovative nature of the projects), ‘integration ;
seemed to be. a dlstant but ‘not forgotten, obJectlve, -except--in- the -

.” Two_Bridgns FrOJect where 40% Puerto Rlcans, BSA Chinese, 1ZA black
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and 127 white, providae a notathle soetoing for such inLogration effovies.
E was duly

¥inaliy, possible abuses of those

a2

taken note oif by the szae comuiss

v i its overall
support of the innovative spproach. Thus it_yiwociunended that the
central board review claims by interested pariies w! i feel their

legitimate interests have becn ignoxaoed by the

According to Gittell and ttollander 7119683), with rreform movaement
spearhcalcd by Richardsen Dilworth wiio became chairman of a newly
constitut~d central Board of FEducation in Pniladelphia, & systemn-
wide appraach to community participration e

¢ initiated in that cityr.
“The Philadelphia Commission on Decentralization and Community Parti-
cipatic:. {1'770) has devcloped a plan for the promotion of greater
community invelwvenment both at the loccal school lewvel and at the
district level. Tn the lecal school, several options are suggested:
(1) informal community participation in decision-making, (2) par-
ticipation by an elected or appointed adviscory committee from the
community, and (3) sharaed responsibility with the local school beard.
A similar plan has been inauvgurated in New York City with its con-
sultative councils wher. regresengintives of gporents, comzminler oranui-
zation, students, teachcrs, and administrators meet moalhly with the
school's princival and act in an advisory capacity (see NVew York
City Office of fducation Affairs, 1970).

All of these have in commen the effort to forge a link between the
school -and the community in order to raise the quality of education
of children. While differences in setting and stvle are 'significant,
this trend sce—s to be gathering momentum as the many compensatory
education programs design their plans to include a larger role for
community members, not only as enlisted volunteers in the traditional
PTA activities, but also as paid aides, as members of decision-
making bodies, as members of newly ceonstituted local boards of edu-
cation, etc. Hawkridge (1968), for example, relates how tbe pre-
school program in Fresno, California was able to achieve a 5:1 ratio
of children to adults by means of teacher aides, especially parents
with facility in Spanish, in addition to the teachers and resource
teachers. 1Moreover, parents of children in the pre-school program
wcere expected to participate at least one day a week, if possible,
.in the actual on-going program, attend parent meetings twice per
"month, and join classes for study trips.

The problems encountered in this trend are far from solved. While
parents, 1in TFresno (Hawkridge, 1968) might have bzen willing to
participatec, babysitting had to be arranged to free the parent toO
participate in planning sessions wich teachers. A more insidious
problem -is the opposition of entrenched bureaucrats whose previously
unquesticnad authority appears to be threatenecd by the greater role
played by parents and other cominunity leaders. Berube and Gittell
(1969) presant the various points of view concerning the confron-

fations that occcurred in the QOcenn Bill-UYrow sville Demonastvaioion
Q
ﬂ;;ﬁﬁ
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Project (see especially ""The Burden of the Blame: NYCLU Report

on the Ocean Hill-Brownsville School Controversy"). Macdonald (1971)
in his discussion of '"the four faces of schooling,' suggests that
such a confrontation might arise because the schocl is "a place of
work with its attention focused on status, role, and maintaining the
system.'" Other problems also plague the comparatively less bureau-
cratically countrolled rural regions, where apathy, geographical
isolation, and other factors provide obstacles to change. Platero
(1969), for example, reports on .the very inaccessibility of roads

as an obstacle to the mission of the Rough Rock community school.

Yet it is difficult to deny the potential force for good that resides
in the arousal of social awareness and its consequent--social action
aimed at relieving social injustices througl t: o -improvement of. the
quality of education. ) :

b. Alternatives to public schools

The development of non-profit corporations and other alternatives

to public schools represents ancther significant trend in a rearrange-
ment of institutions and persons concerned about improving educational
opportunities for children from economically disadvantaged environ-
ments. One such non-profit corporation is the Pennsylvania Advance-
ment School (1969), serving parochial.- and public school seventh and.
eighth grade children, 60% of them black, who have been identified

by their parent schools as underachievers. The 1969 report deseribes

its first two years of operation, in which it made definite efforts
to emphasize the social and personal aspects of the children's: de---
velopment. Housed in an abandoned factory in Philadelphia, the
school atteigpts to break away from.thevdepartmental.structures,of.the
traditional high school, which seems to militate against the pevsonal
and social growth, especially of the underachieving child. Primary
concern is given instead to counseling activities, community affairs,
and external and internal staff development. An administrative
strategy for helping to build self-concept was the changing from a
white-dominated director's cabinet to a '"council' consisting of three
blacks and two whites. As a self-declared model school, PAS attempted

to create a ripple effect of its operations to £ive neighboring junior

high sthools by way of'Cr)'settihg”ﬁﬁ“h’mini-schdoI'COmpbsed’bf“éikth
grade.s from a nearby elementary school, (2) estublishing a resident
teacher fellowship program whereby mnne oxr two teachers from nearby
cooperating schools could spend cne fuil semester observing and
posals” for funding of similar innovativé projects; (4) conducting
summer workshops and school year institutes for guidance counselors

- and teachers who wanted to learn more .about the innovative projects

and the underlying philosophy of”EAS;'($)'working‘yith undergraduates
and teacher interns; and (6) estabiishing working relations with

various universities and schools and other agencies, g

129

3



Q

ERIC

Aruitoxt provided by Eic:

'(1970) reports how dope ad

‘Teams, Inc. which provided trainin

1969).

-128~-

The flurry of activities and the lack of constraint on creative
energies commands attenticn to the “model" the school was attemp-
ting to develop. New configurations of teacher-teacher intern,
teacher-teacher fellows (from other schools), teacher-guidance _
counselors, small groud =mctivities, mini-schools, outdoor camps, and
other'arrangeménté make the idea of partnership with other schoels,

universities, camps, and community_organizations no longer a matter
of '""'strange bedfellows." :

Similar partnerships seem to be the bedrock on which street acade-
mies, store front schools, and community schools operate. Q'Gorman
dicts became wvaluable as tutors when their
talents in reading oOTr telling stories were tapped. Tutors can be
drawn from the community, especially among high school and college
students. Petersen et al. (1965) describe fhe Associated Community
g for its staff of some 100

teachers, adviscrs, assistant teachers, and aides who in turn operas

ted nine after-school centers for children and youth of Harlem. The

project had as one of its major purposes the encouragement and develop-

mment of indigenous leaders who could staff the after-school centers
as a way of providing much needed compensatory education to the com-
munity at a time when the ESEA Title I was not yet enacted. Their
experiences have since been absorbed into or followed by various
other programs, Ssome of which have since been funded under Title I.

Ce Student protest

Yet another scurce for changing cur
affect compensatory education progr
recalls his own experience as a p

rent power arrangements that could
ams is student unrest. Fish (1970)

rincipal of Montclair High School
in New Jersey as well as three other case studies where unrest cccurred.

The upshot of these and many similar occurrences has been not only
"greater say'' for students, but in some cases more fundamental changes
in the structure. of decision-making in. schools, the granting of greater
autonomy for students through flexible schedules that permit students '
to enlist in--some might say be co-opted into--community projects.
These p'-ojects might include the tutoring cf elementary or junior high
pupils, as in San Francisco (1970), taking part in environment activi-
ties, sponsoring public events to stimulate better human relations,
especially where racial tensions have been exacerbated. (see Dodson,

a. Compensatory-eddéation and the common school

We might conclude this section by referring to many
studies as being on-'a continuum where, on the one hand, efforts may

be focused on a single, partial solution to unequal educational
opportunity as in the .addition of new staff along with concomitant

of the above
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resources f(see, e.g., Fresno, 1965, which has identified wvarious

new job descriptions that are associated with its compensatory
education program). Thus, the growth of teaching assistants and
other paraprofessionals. On the other end of the spectrum is a total
overhauling of a system or guilding of a new or different system. ]
The Passow (1967) report of the Washington schools suggasted such an
approach which has yet to be implemented. Pittsburgh (see McCormick,
1969) and Philadelphia (see Fantini and Gittell, 1572) have outlined
plans and are moving closer toward implementing what approaches a
total design for system reform, especially as a means of upgrading
the quality of education for inner-city children and youth. Some-
where in between are the model or demonstration schools .or projects-..

such as Ocean Hill-Brownsville, Rough Rock, the Pennsylvania Advance-
ment School.

The question remains as to whether the common school, which received
‘a heavy boost from compulsory _education-laws will muddle through,
especially if these trends should become major movements. One view
expressed by Haubrich (1971) is that the system of education in the
United States has "an enormous capacity to absorb change while not
changing at all."* Another view is that educatioral parks, magnet
schools, metropolitan school boards as in the schools of Dade CTTTT T
County, Florida or Nashville-Davidson County Schools in Tennessee
(Bendiner, 1969), decentralized school boards as in Ocean Hill
Brownsville, community schools like Rough Rock, store front schools,
and home tutoring all represent a range of alternatives. Miel (1969)
suggests a rationale for having this range of choices and yet main-
taining a_common school insofar as_itnpreservesrthe basic .spirit.of ...
briaging about some form of social cohesiveness which .is valued by '
the society. ’ S ' h e ’ '

One final proposition can be stated simply: a federal system of
schools from kindergarten through graduate school. This proposition
has been seriously suggested by Billings (1971), a former director
of the Upward Bound program in the Office of Economic Opportunity.
Waylandg(LQGA),-examining-the-scthls-of:the-United States. from the- -
perspective of a sociologist, has suggested that there already 1is

-- a de facto-federal system. What Billings-weuld-Like'to;seewis the
elimination of the many duplications and the greater streamlining . _
of "the educational system" so that it can meet the educational
needs of all its children, without sacrificing local autonomy, which
he claims can be guaranteed by the kind of local governing board
which was part and parcel of the various -Upward Bound-programs. A
similar position was taken by Usdan et al. (1969) who discuss the
conflicts that exist between various- levels of. education and govern-
ments associated with those”levels. They conclude that: o

#Italics in original. -
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the best prospect for turning the iriterlevel relationship
away from conflict and toward cocneration, 1if that scams
desirable, would scem to lie in the creation of new overall
coordinating mechanisms. This ccurse is neither easy nor

. . fool-proof. .1t appears,; however, thac both the public and
the private institutious of education are so rigidly
separated by tradition that some "natural®' accommcdation
is unlikely. It also seems unlikely that legislators and
governors will be able tp accomplish coordination without
help from cther agencies, unless the structures of statle
government are overhauled in dramatic and deep-rcaching ways..
They would need more time, more staff, more information, and
more cffective linkages among themselves to handle the broad
problems of education in sqmething better than the short-
ruvn incrementai fashion in/which they must now deal with
wost of the things they do. Perhape in any case these steps
toward. revision of state structure and policy, particularly-
basic revenue policy, are requisite to an effective educa-
tional future.

P

Even though most of the compensatary education studies read -in this - -
seclion of the report do not confront the issues raised about the
survival of the common school, policy-makers concerned-with the "~ 77
effectiveness of compensatory education programs will need to
address themselwves to the organizational frameworks used to adminis~—
ter compensatory education programs. No organizational, sociologi-
cal, or curriculum theory seems to offer any comprehensive guidance.
Rather, as Schwab (197C) has urged, those who wish to assess changes
must be open to a plurality of methods, not unlike the way the .
legal profession brings about changes in laws:

The law has systematized the accuwulation.of direct
experience of actual cases in its machinery for the recording
of cases and opinions as precedents which continuously S
monitor, supplement, and modify the meaning and application

of its formal knowledge, its statutes. It is this recourse

to accumulated lore, to experieﬁceugﬁ actions and theixr.
“cdonsequences, to action and reaction at the level of the
concrete case¢, which constitutes the heart of the practi-
cal. - It is high time that curriculum do likewise. - o

Assessing the achievement of compensatory education programs, then, .
merely by reporting achievements‘bésad on standardized tests is, in
Schwab's view, a waste of time. We might add that the. sociological -
and political ramifications not only of the process of introducing
compensatory education programs, but also of such programs as they

effect the make-up cf the institution conducting the program ncad
to be given more attention in future Teports of compensatoyy cduca-
O 1 programs, if a2 compruhaensive asseosment

Aruitoxt provided by Eic:
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is to boe achiicoved.
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